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A_PSYCHOLINGUISTIC RATIONALE FOR FLES

Since 1953 when Commissioner of Education Earl J. McGrath

‘vigorously endorsed the study of foreign languages (FL) in the

elementary school (FLES), FLES programs have been mul tiplying
rapldly throughout the coumntry. In a recent suwrvey conducted
by the Modern Language Associlation, 8000 schools wera re-
ported as conduwsting some kind of FLES program., Many states
which up to fowr or five years ago had no FLES program what-
soever now boast of an incramse of 100 per cent to 200 per
oent, In the state of Massachusetts up to four years ago :
aboutten communities offered FLES; now there are 132, Nat{one
ally the increase has been 351.7 per cent.

We would be heartened by these figures if it were not
for the fact that a large number of the FLES programs listed
in the MLA survey are less than satisfactory. Some programs
are 1ittls more than extended "club" activities lasting twenty
to thirty minutes a week; other programs in the FL sre cone
ducted over loud speaker systems during the lumch hour: still
others are nothing but songs and games in the FL to amuse the
children or to please the parents. One thing that the ma jor-
i1ty of these programs seem to have in common is that they are
conducted by teachers who are frequently unquelified end who
have 1little or no kmowledge of the FL they are supposed to
teach.

It has been the contention of the authors that no FLES
program at all iIs better than a poor one, and fuwrthermore
that a poar FLES program can seriously impair the entire FLES
movement, It is a well-known fact that from the beginning
many elementary school educators, principals, and supervisors
were not convinced of the merits of FLES. For these edusstors
the example of a poor FLES program is sufficient reason to
gaoggemn FLES in toto and characterize it as an "educational

It 1s for this reason that we consider it Imperative
that a community which deaires to initiate a FLES program
make every effort to establish an effective one.

What constitutes an "effective" FLES program? While
there are doubtless many answers to this question, most of
us would agree on at least two basic requirements: (1) that
the program be conducted by quulified elementary-school
teachers who are able to understand and speak the FL they
are teaching; (2) that the program be continwous, 1. e.,
carried into the junior high and senior high schools.




In owr opinion, it is not possible for programs which
do not satisfy these two minimal demands to succeed. We
would even go on to add a third requirement. It is ouwr fesl-
ing that for a FLES program to be successful it must be
based on sound psycholinguistic principles, i. e., it must
have both a linguistic and a psychological rationales.

The science of linguistics is relatively new, and its
application to FL teaching is even more recent. Nevertheless,
particularly at the FLES level where primary emphasis is
placed on speaking the FL, the application of linguistic
principles 1s vital. This is further justified in view of
the fact that the linguistic method conforms with the most
recent theories on the paychology of learning. The purpose
of this paper will be to discuss the application of linguis-
tics to the teaching of FLES and its relationship to the
psychology of learning.

We will 1llustrate the application of linguistics to the
skills of understanding and speaking a FL, and we will cone
clude by presenting areas for further investigation and study.

Lingulstics and psychology are closely related because
of the very nature of language and the way it is learned.
Hockett in his Qourss in Modern Linguistics suggested this
when he said, "{ language 1s a system of Babits". Although
the linguists have dealt essentially with deseriptions of
languages, their struwcture, their dialects, and their history,
they have also developed a considerable body of lmowledge
about language in genéeral and how it is learned. Since the
second World War, linguists have made important contributions
to the field of FL learning. Bloomfield's idea that "language
learning is overlearning" was the key ¢to the ASTP method of
learning FL with its extensive use of mimiory and memorization.
Fries of Michigan University saw the further pedagogic releve
ance of comparing scilentifically one!s native langusge with
the FL to be learned. For him language learning is the mas-
tory of those essential patterns that constitute the structure
and sound system of a language. A native speaker has scquired
these patterns early in his life as a set of unconscious
habits., However, 23 a second-language learner, he must make
the patterns of the new languags as automatic as those he
has already acquired. Linguists have reslized from the very




beginning that language *s behavior and that behavior can be
learned only by inducing the student to perform in ths lan-
gwmge. Linguists make a distinction between performing In
the langwege and learning about the grammar of the language.
They do not mean necessarily that rules of grammar and ter-
minology are unnecessary, or that they should be dlspensed
';;ﬁh; they do mean that rules cammot take the place of pere
ormance.

Any good or effective FLES program must take into account
this knowledge concerning second-language learning derived
from linguistic research. Of particular importance are two
principles which are inherent in the nature of language it
gself: (1) a lenguage 18 an elaborate system of pattemms and
the pattarns of one's native langusge interfere with the
lesrnirs of the patterns of a second language; (2) language
1¢ learned through the acquisition of habits.

In regard to the first principle stated, that onsa's
native language interferes with the acquisition of a new one,
1% 4s important to note that this degree of interference
varies according to many fectors. For example, a bilingual
child has relatively little interference from either lan-

wage. There is, however, a great deal of interference in

e case of a child who takes up & study of a foreign language
at a later age, The bilingual child can respond to stimull
in both languages rapidly and interchangeably with very little
difficulty. In the case of an Italian Immigrant family, for
example, when the mother speaks to her child In the native
tongue, he automatically responds to her in Itallian; while on
the other hand, when his brother or sister speak to him, in
all probability he will reply in English. This is duwe, no
doubt, to the associational stimull which have been es%a -
lished in the bilinguml child from birth. But in ths case
of & child who leamns a second language some years after he
has acquired the first, the associational stimull do not axist,
and they become more difficult to acquire. Thus a child in
response to a familiar object stimulus will use the word he
has first learned from that stimulus. When he is shown the
object book, he will say "book". Every time the object is
brought Torth, the response will be the same. The constant
agsociation makes it possible for the word "book"™ to take the
place of the object itself. The child is able to conceptu-
alize the term. But iIn the learning of a second langumge,
this process 18 not so simple because the child has already
lsarned one linguistic aymbol for a particular atimulus.
When the stimulus book is presented, he will think first-of
"book", and only secondarily of "le livre" or "el libro".
Therefore, we may conclude that the response is derived not
merely from the stimulus itself but is also identified with
the meaning of the object in the native languege, This cone
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stitutes "interference", perhaps the most important detere
rent in learning a second language. Any FLES program whkich
is to be effective, must attempt to reduce these points of
interference ss much as possible,

The second principle of language learning which we
gtated above is that language 1s acquired through habit.
This implies that 1t must be taught by producing sppropriate
stimull and responses. In this response kind of learning;
we must also remember that in order to be learned a response
must be perflormed; moreover, the response is learned more
effectively when it is immediately rewarded. (By "reward",
we mean that kind of satlisfaction the individusl receives
as a result of what he has performed.) For example, a baby
makes a series of noises which conveys to his parents the
idea that he wants water; his parents give him water, repeat-
Ing the word many times. Eventually the child succeeds in
saying "water" or "wa-wa" and is immedistely rewarded.

The type of behavlioristic conditioning described above
is important to all FL learning. It is particularly applic-
able to the elementary school as a longer span of study 1s
provided making more time available for the acquisition of
new linguistic habits, Furthermore, in the elementary grades
the mind 1s still flexible enough to acquire patterns of the
new language without too much interference from the mother
tongue. Lastly, that automatization so necessary to acquire
language habits may be a monotonous procedure for older
children but is very well suited to children in the elemen-
tary school. Instead of belng bored, they seem %o find a
certaln satisfaction in drilling and repeating the same thing
over and over agsin.

A varlety of' methods have been tried in the teaching of
FLES since its Inceptionj however; it 1s owr feeling that
the method which best incorporates ths linguistic and peycho«
loglieal principles we have been discussing 18 the so=called
"Dialogue Method", This method consists of eight different
ateps:

exposlition of the dialogue

presentation and learning of the basie dialogue
supplement to the dislogue

dialogue sadaptation

directed dialogus

structuwre drills

pattarn generalization

recombination narrative

Wt st Vil Nt agt” Vsl s Supst”




Exposition consists of a desoriptive statement in Eng-
1lish by which the teacher introduces and explains the situ-
ation described in the dialogue., The basic dialogus follows.
By "basic dialogue"”, we mean one in which there is a speaker,
a haarer and a real situation. It forms the core of each
it of study and the point of departure for all subsequent
drills. It 1s usually the recreation of a natural experience
a child might encounter in his daily life. The vocabulary
and patterns in the FL are the kind a foreign child is likely
to use in everyday speech. The language emerges from the
gituation itself and the learner 1s able to form a direct
assoclation between the language and the situation. The lane-
guage of the dialogue 1s not oversimplified but is usually
geared to the age and intelligence of the child. For axample,
a French child does not wait until he is in the second year
of high school to use the subjunctive. Therefore, a subjunc-
five might well be encountered in a first or second FLES dise

ogue . |

For the dlalogus to be immediately useful, it 1s memoe
rized. Sentences frim the dialogue then aert  as patternus
in which voesbulary or structural items can be subsisituted,
The development of an increased skill in msking these substie
tutions provide a series of building blocks to eventuml fluency
in the spoken language.

Once the dislogue has been learned, supplemental items
and useful expressions may be introduced to vary and enrich
the dialogue content itself. This step 1s followed by "dia-
logwe adaptation” which intaugrates the dlalogue sitwtion withe
in the personal experlences of the students. If a particular
dialogus tells about Juan and Pablo who have a cat or dog, in
the "dialoguwe sitwmtion™, the %teacher may question her students
about their cets or their dogs, tbhus personalizing The exper-
jence.” This step provides for the transfer of learning to
new situations and takes the language outside of thes immediate
confines of the classroom.

The fifth step is the "directed dialogue”. This is cone
trolled conversation between students in which the conversa-
tion 1s gulded and stimulated by the teacher. The purpose is
to combine in different ways structural patterns and vocsbu-
lary i1tems which have already been learned. For exsmple, the
teacher says, "Henry, tell Helen that she is tall”, Henry
answers, "Helen, you are tall". This technique not only ine
volves drill and Structural patterns but reslelife situations.

This step 1s followed by pattern generaligzation, i. e.,
a serles of statements in English whicn analyse or focus the
attention on structural changes which have been praviously
dearned through pattern drill. (This step comes after pattern
practice, rather than before it.)




The finel step, called "recombination narrative", pro-
vides the opportmi&y to use basic materials learned in
dlalogues in a different context and in a different form.
The dramatic form of the dialogue is changed %o the third
son marrative. What was previously acted out is now re-

1d. An advantage of the recombination narretive is that
1t aoquaints the student with the style of narrative lan-
guage and prepares him for reading.

The "dilalogus method" which we have described, seems
%0 us sownd, both from a linguistic and a ogical goint
of view. Ffrat of all, 1t provides for "overelea through
mimiory and mesmorisation. It also provides for the mastery of
the gsound system of the target language and of those essential
features which constitute the structure of the vage. It
involves structural manipulation which leads to au tisation.
Fur thermore, through the dialogue, the child duilds ‘Y a supe
Ply of natural utterances in the 58 taken from real situations;
and the possibdility of making errors by translating is reduced. e
host important of all, the dialogus furnishes the child with |
8 store of practical utterances by which hs may communicate
his basic thoughts and desires. He is thus provided with the
uug::}al factor in motivating the study of FL's: immediate
rows

As helpful as linguistios and pasychology have been in
suggesting certain methods to be followed in FLES instruce
tion, there are still many problems facing the FLES teacher
which have to be solved. These disciplines have not yet given
us the answer to such questions as: Who should study a FL in
the elementary school? At vhat age and in what de is 1t
best to begin FLES? When should reading and writing be introe
duced in a FLES program? How do we proceed from the spoken
utterance to the written word? Some research has been done
in this last area, but psysholinguists still have mush to tell
]1: agout the learning of reading and writing in the FL at this

vel.

Most important of all we still need to have tangible
evidence demonstrating the merits of FLES scientifically.
We must prove through controlled studies that a pupil who has
had PLES has indeed acquired a gresater mastery of the sownds
and structures of the FL than a pupil who has studied the FL
only at the secondary level.

We have been convinced for many years of the welue of
starting FL study in the elementary schools. Some of the




reasons which have led us to this conclusion have been
explained in this raper. Most of our contentions roegard-
ing FLES have alroeady bsen borne out by subjective obser-~
vation, It remeins only for us to establish owr conten-
tions by rigorous and secientific studies., It is to thia
end that we now call upon psychologists and linguists to
bend their efforts.
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STRUCTURAL LINGUISTICS:

Structural Approaches to American English
and Classalocal Latin

I. The Concept of Structural Linguistics,

Pel and Gaynor's definition of structural linguis..
tics as "Linguistic study in which eaoh language 1s viewed
a3 a ooherent, homogenecus entity" (18) may profitably be
sxpanded to comprise the following principles:

i, 1t 1s descriptive. Structural linguistics iy
based on the systematic cbservation of individual langusges,
with the help, il possible, of a native informant., The
structural linguist works (as far ms he 1s able) without
any & priorl assumptions about the nature of the language

he proposes to study but arrives at its rules of structure
inductlvely by Baconian methods,

2. It _is "synchrcnic.” For descriptive purpcses
it ignores histcry and IIngufatic chenge . zonflining atten-
tion to relstionships existing within a very thin slice of
time, The slice of time best suitsd to structural anslysis
is the present; it 1is only with reservations that the method
can be applied to the past,

3, Its primary concern is with the spoken la e
and with "usage™ rather than what 1s correct Sfrucfurég
TIngulstios foliows the princlple that tho spcken word came
before the written and that it 1is through the spoken word
that a new language should be approached, even when (as In
classical Latin or Greek) the spoken language 1s nc longer
in use, Its rules derive from the way people gctually talk
not from the way "authorities” tell them they ought to talk,

. It seeks its own laws, not laws taken over,
Language was once thought to sxemplITy some system, such as
the philosophy of Plato or the psychology of Wundt, and it
was according to the laws of this system that the lenguage
student interpreted the data which he collected., ' The strue-
tural lingulst does not consider himself bound by any laws
except those of the language itself,

5. It stresses the differences rather then the
similaritics between Tanguages, The structural 1inguist is

nterested in what is unique in a language, and thir inter-
est carrles over to the diffsrences betwssen geograchical
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districts, soclal classes, "in groups" and "out groups",
and other spesch communitios,

6, Tts categories ars based on form rather than
meaning, In strucfura§ 1Ingul=stics criterla of form and
pattern are used to determine the function of words, It
i1s the patterning of a language that gives it its unique
character, Perception of pattern is given priority over
analysls of meaning.

7o It strives to avold translation and to deal
directly with meanings, The structural 1lngulst belloves
that the loarning of & new langusge should be similar to
thet of a child 1in learning his own,

IX, Biscorical Background,

The structural sprroach appeared very early in the his.
tory of grammar, Ponini's treatise on Sanakrit was written
around 300 B,C, with the purpose of preserving the purity of
upper-caste speesch, Thls remarkable document, which gives a
full end detalled description of the language, is basod not
on theory but on patient, thorough observation of Sanskrit
forms and sounds, According to Leonard Bloomfield (3) "no
other language to this day has been so perfectly described,"

Unfortunately, the tradition of Sanskrit grammar was
unknown in Eurcpe until late in the 18th century, Greek
grammar, by contrast, was philosophical rather than scien-
tific, Its categories of case, number, and the like, usaful
a8 they were for classifying linguiestic phenomens, wers ze:
up as abstract entitles according to the supposed meaning
of the class, Even the Epicureans, who explained language
in an evolutionary framework, arrived at thelr explanation
by abstract reasoning rather than by induction,

Latin grammars were written on Greek models, with Latin
yresentod as the logically normal form of human speech,
Norms were set up from a atudy of classical authors, Depar-
turea from these norms, when they were found in medievsl
Latin and the vernacular languages, were taken as examples
of "lingulstic decay”,~-of degeneration from an earlier and
better model,

Tho sclentific study of language as a natural phenomenon
did not beglin untll the late eighteenth or early nineteenth
century. The chief influencs was natural sclence, especially
comparetive anatomy and the theory evolution, The discovery
of Sanskrit grzmmar and the newly awakened interest in modern
languages turnsd linguists in the direction of historical and
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couparat ive studies, The great achievements of the periocd
were (1; to estabilsh the principle of the regularity of
linguistic change, and (2) to organize the Indo-European
languages into a unified and coherent system,

ln their enthusiasm for comparative and historical
studies lingulsts at first found little time for the accurate
and detailed descriptions which the structural approach de-
mands, Only in the 20th century as they turned their attan-
tion to the study of American Indian languages, whare the
historical approach is impossible, did the desirabllity of
purely descriptive studies become apparent,

3apir and Bloomfield are the great names in the first
part of this period, Both were students of Indlan languages,
Sapirts Language appeared in 1921, The Linguistic Soclety
of American was founded in 1925, 1Its periodical, La age,
in its first number carried a brief but important argfcIe
by Sapir on "Sound Patterns in Language," (2)) an srticle
which helped to establish the concept of the phoneme and
the signif'icance of "patterning" in language studies. Bloom-
field's Language (1933) is in my opinion the best introduc-
tion to ngulstics in general and toc structural linguistics
| in particular, It is thorough, lucid, and well organized;
; i1t 1s also intensely readable. Carl Darling Buck'a Comparae
? tive Grammar of Greek and Lstin, which came out in the same
year, sets Torth the principles of lingulstic sclence from
the point of view of the classicsl scholar, Another greas
name from this period 1s that of Otto Jespersen, His Analy-
tlc Syntax (1937) is a brilliant attempt to express all
grammatical relations by a system of letters, numerals, and
supplementary signs analogous to the systems of mathematica
and chemistry, Though Jespersen in this book drew all of
all of his examples from eleven European languages (includ-
ing Finnish) he believed that his system would prove useful
in comparing the grsmmatical structures cf other languages,

in 11ttle-known languages gave a great impetus to the atrmic-
tural approach, Bloomfield wrote his Outline Guide for the

| Practical Study of Foreign Languages (I9[ZT In order to pro-

| vide techniques for working with a native informant. Bloch

| and Trager's Outline of Linguistic Analysis, which was also
published in I9[Z;"gIves a summary of thess techniques. The

| authors claim no originality for their general principles.,

f They have, however, written a useful guide book to structural

; lingulstics, Zelig Harris' Methcds in Structural Linguistics

' (1951) setes out to "define the operstlons whloh ths %%n st~

may carry out 1in the course of his investigations." In hia

strictly operational apprcach Harris has written a treatise

for the apecialist, not a book for the general readsr, Better

suited to the interests of the genersl reader is George Miller's

Language and Communication (1951), which brings structural

linguistics into the broader framework of information theory.

|
i
E World War II with its sudden demand for personnel tpainmd
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III, Terminology.

Like other sciences, structural linguistics has devel-
oped a terminology of its own, Some of these terms, unfare
tunately, do not seem to serve any purpose except to irritate
outsiders and mark the user as the member of an inner groueo
To use "transitival™ instead of "transitive™ or"perfective
instead of "perfect" adds little to sclence while turning
away scholars who might otherwise be sympathetic with the
structural approach, Some of the terms, however, are more
than jargon, They further communication and make for greater
precision of thought, From them I have singled out a few
which seem both typical and useful,

Utterance, The term "utterance” was adopted by struce
tural lInguists to describs any unit of conected speech whether
or not it is a "sentence,” It is "any stretch of talk, by one
person, before and after which there 1s silence on the part of
the person,” (12) Utterances may range in length all the way
from 8 simple interjection like "Oh, Oh," to_a sentence by
Faulkner or Proust, Some writers use '"major” for utterances
with 8 verbd and "minor" for utterances without, Structural
1inguists do not reject the term "sentence”, They prefer
utterance, however, because it does not involve them at the
start in questions of meaning or of what is "correct.”

t Pattern, Pattern may be defined as a characteristic

| arrengement in time of the elements - the sounds and forms -

| of a language, Again, the lingulst is able to set up criteria
without first having recourse to meaning, By the use of dif-
ferences in pitch, stress, inflection, order of words, the
pattern of an utterance may be changed, Patterns are arble

trary, They have no meaning in themselves, but because of the

great range of formal differences which they comprise they can

be used to convey an almost infinite varlety of meanings,

The word "pattern"” is used as an intransitive verd by
structural linguists, who might say that a certain word "pat-
terns with the accusative case", I believe that tHis usage ls
more than jargon, It conveys a distinction which the conven-
tional expreasion does not make,

Phoneme . Physiologiocally, the number of distinct sounds
that oan be artlculated by human speech organs 1is very great,
Identifying and transcriblng these sounds is the province of
the phonetician, Phonetics, however, plays only a small part
in structural linguistics, In describing s language it 1s
necessary to ildentify only those differences in sound that are
significant for conveying mesning, A cluster of closely re-
1ated sounds that are never contrasted with each other is
called a "phoneme," The separate sounds that make up the
cluster are called "allcphones," What is an allophone 1in one ’
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language may be a distinct phonemo in another, An example
that 1s frequently cited is the sound of /p/ in the English
words "pin" and "spin"., Phonetically, the two p's are dis-
tinct 1in sound and in some languagss {Chinese, for example)
are used to convey different meanings, In English, however,
the contrast 1s never made, and to most ears the sounds are
the same, On the other hand, English distinguished sharply
between final b and final p, as in "cabd" and "cap", whsreas
in German the two scunds are allophones in this position,
The number of phonemes in any single language ranges between
twenty and sixty, In addition to differences in the artiou-
lation of sound, phonemic patterns can be changed by altem-
tions of pitch and stress, and by varying the length of con-
sonants and vowels,

Morpheme, Morphology is the science of "forms" - the
formal devices which language uses to indicate differences
in meaning and to mark the relationships between words,
Structural linguists like the term morpheme to describe such
devices, Bloch and Trager divide morphemes into free forms
and bound forms, A free form can be spoken alons with mean-
ing; a bound lorm cannot, An exsmple of a bound form in Enge
lish 1s the verb ending, -ed, which indicates past time but
can never be used by itself, The proportion of bound forms
to free forms varies greatly from language to language, Some
linguists use the term allomorph to describs the members of a
mo:pheme which are distInet Irom each other in form, but can
be used interchangeably in conveying meaning., "Hanged" and
"hung" would thus be treated as allomorphs for the past tense

of "hang".
Syntax, Syntax deals with the principles on which the
meaning%ﬁI parts of a sentence (or "complex utterance™) are

organized, Bloomfleld uses the term "tagmeme™ to describe
such a principle, o, g, the tagmeme of word order, The other
two basic principles by which sentences are organized are
"form classes", 1, e, morphemes, and "function words" unin-
flected words which show the relationships smong other words
in the sentence,

Grammar, Bloch and Trager conclude their treatise with
this statement: "When the obmerver has determined the phone-
mic scvructure of a langusge, and has classified all its con-
structions, both morphological and syntactic, the resulting ;
description wlll be an accurate and usable grammar of the lan- i
guage, accounting in the simplest way for all the utterances !
of the apeech community, and presenting the clearest possible
summary for the use of students and scientific linguists alike "




IV, Specific Applications,
A, American English,

C. C, Fries of the University of Michigan was active
in the structural linguistic movement from the start, Dia-
turbed at the unscientific and unrealistic way English was
taught in American schools he set out to determine what "gen-
eral usage" 1s and to outline "the types of differences that
appear in our American language practices.” Recognizing the
importance of "Standard English" as an aid to communication
he thought it was necessary before defining the standard "to
make an acourate and realistic survey and description" of the
various language practices that actually prevail in the United
States, Fries waas the first American linguist to my knowledge
who took all of his data from non-literary sources, His Amer-
ican English Grammar (1940) was based on 3000 letters (2000 of
them compiete) wnich were taken from U, S, Govermment files and
deposited in the Librery of the University of Michigan, All
were written in longhand, All were of adequate length for
nalysis and study, Information was obtained about the writer -
his family background, schooling, ocoupations, and the like,
On the basis of this information Fries divided his material
into three olasges, momtly according to educational background,
The basic categories which he chose for treating his date weret
Porm words (e, g, nouns and verbs), function words, and word
order, Whenever possible he used statistical methods, indi-
cating the relative frequency of each grammaticel ftem within
the body of examined material, The language items which he
selected served to illustrate how "Vulgar English," which was
delined inductively from the examples used in the study dif-
fered from "Standard English," which was dofined in the same
way,.

Aa source maeterial for his next book, The Structure of
English (1952), Fries wae able to avold the written wWord oome
pgeEer. His raw data were 250,000 words of recorded tele-
phone conversations by 300 different speakers, His attitudes
toward the data which he had collected in this way he come
pared to that of the botanist who is more interested in plants
as they appear in nature thean in specially developed and
"more beautiful specimens of the florist's hot house and oule
tivated garden," Because he was dealing with oral records he
was able to set up a number of categories which would not be
possible if he were dealing with the written langusge slone,
Among these categorles were Intonation, for which hes dfse
tingulshed four levels in American speech, '

Fries! work is creative and challenging, His two books

maks stimulating reading, They are troagins, howevsr, rather
than texts, In Patterns of English (1956) Paul Roberts has
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applled the principles developed by Fries and the struciural
linguists to the teaching of high-school English, Effectively
used, the Roberts text ought to astlmulste a feeling for grame
mar a8 usags and lead the high-school student to a better
understanding of English structure,

B, Classical Latin.

It 1s £itting that the principles of structural lin-
gulstics should at last be applisd to the teaching of Latin
itself, since 1t was against the domiration of Latin grammayr
that the linguistic movement began, Latin being a "deac"
language it is obvious that some of the prinoiples of stiuc-
tural lingulstics cannot be applied to it, You can't, for
example, make use of a native informant; and you can't make
the fine distinctlions in usage which are possible in a living
language, Much of the astructural approach is feasible, how-
ever, and can ln my oplnion bs used with profit,

¥y objectlion to the traditional teaching of Latin in
American schools 1s that few students ever attain even a par-
tial mastery of the language, They miss the pleasure, both
intellectual and aesthetic, of reading Latin as Latin and
fail to percelve 1ts magnificent structure of sounds and Tforms
Too many of them after four years of study look at a Latin
sentence as a collection of verbal symbols to be rearrangad
and put Into bad English, To remedy this situstion - to make
the learning of Latin more rapid, more interesting, and more
thorough - Waldo Sweet and his students at the Unlversity of
Michigan developed a structural approach tc Latin which has
attracted a good deal of attention and some controversy in
classical circles, Sweet’s text, Lating A Structural A roach,
did not appear until 1957, but his method was KNnown andg Efs
influence felt for some years bafore,

Sweet uses lingulstlc principles and terminology through-
cut his book, His alm 1s to teach Latin as Latin, with s min-
imum of recourse to English, "Pattern practice" structural
analysis, and the answering of Latin questions by Latin replies
based on the reading take the place of translation, The course
is constructed around 360 "baslic sentences", - proverbs, spi-
grams, and pithy sayings taken from many Latin writers, ancient
medieval, and modern, The student is given ten of these sen
tences to learn by heart at the very beginning of the Gourse,
From then on he 1s exposed to none of the "made Latin" which
disfigures the ordlnary text book, Instead he uses the basic
sentences for pattern practice, by which various features of
Latin structure are introduced and repeated until they have
been mastered, The method calls for as much drill as the tra-
ditlional method, but the drill 13 on whole utterances rsther
than bare vocabulary and forms. Much of the drill is relegated
to the language laboratory where the student can work at hils
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own pace, Vocabulary is reduced to a minimum at the start,
and words wherever possible are introduced by pictures instead
of by association with English equivalents, OGreat emphasis

is laid on the structure of Latin - its syntax and morphemes -
eapecially those features in which it differs from English,
Case, is presented in the first lesson, Sweet's treatment

of case impresses me as one of the most valuable features of
his whole approach, He presents the cases "horizontally"
rather than'vertically", That 1s to say he takes up the

cases one at a time in order of their importance, giving all
of the forms, the "allomorphs™ for each, In the traditional
or vertical method the student learns all of the cases at

onoe but learns them one declension at a time, e, g, "puella,
puellae, puecllee, puellam, puella, a glrl, of a girl, to a
girl, a girl, from, by or with a girl", Sweet has replaced
this meaninglesn drill with intelligont practice in the use 1
of significant forms, The order in which the various forms |
and constructions are presented is determined by the frequency |
with which they are encountered in Latin writers, Sweet has |
departsd from the traditional method in his presentation of |
verb forms as woll as of case, By confining himself to the
third person he is able to teach the present and the perfect,
the aotive and the passive almost simultaneously and from the
start, In my oplinion, this is a great gain, The student 1is
learning how to deal with real Latin sentences at the very
beginning of the course, Even 1if he never goes beyond the

first semester he ought to scquire some feeling for the struc-
ture of the language, - a feeling which the traditional approach
does not give at this early stage,

Classicists are far from neutral about Sweet's wupproach
to Latin, All whom I have consulted are either strongly for
it or strongly against it, The views of the latter are cogently
expressed by Van L, Johnson (16) and, more vehemently, by -
Thomas H, Corcoran (6), Some of the objections are directed
agalnst Sweet's text itself - the over-use of questions-and-
answers in Latin, the proliferation of technical terms, the
lack of connected discourse for translation, These, it seems
to me, are mannerisms of the author and do not invalidate the
method itself, More serious objJections have been raised against
the whole structural approach on the giround that the traditional,
humane values of Latin are lost, that the oral-aural method hes
no validity for a language that is no longer spoken, and that
when troated as an example of linguistic science Latin becomes
Just another language like Bantu or Tagalog, Johnson obJects
to the structuralists’ insistence on the differences between
Latin and English, To him the great value of Latin is its
training in English: "It 1s a training in exactness, subtlety,
discrimination, semsitivity in word and thought," All of this,
he feels, 1s lost Iin Sweet's "direct" method of learning Latin,
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The structural linguists, on the other hand, claim that
they can teach Latin more quickly, more thoroughly, and more
enjoyadbly. Though few in number they make up for it in enthus.
iasm. They have used the traditional method and given 1t up
because they find the structural approach more effective.
Eleanor Huzar (13) testifies to its practical advantages in
the class room. It balpas the atudent, she says,"to learn
solid Clegsical Latin” more quickly, more thoroughly, and with
moro zest. Richard T. Urban (2l;) describes an experiment in
which he set up two groups of beginning Latin students and
taught both groups himself. With one group he used the tra-
ditional method in which he had himself ¢iiginslly been traineds
with the other he used Sweetis atructural approach (though not
his textbook). The first group had the higher mean I. Q.,

(110 against 104 for the experimental group). At the end of
& year Urban reported that (1) the experimental group oarly
in the course developed the atility to read Latin correctly
while the control group never did; (2) interest and morale
was higher in the experimental group; (3) on the final oxam-
ination, which was idantical for the two groups and seems to
have been fairly devised, the mean score for the experimental
group was 79 against 52 for the control group. Of course, no
conclusions can be drewn from a single experiment like this,
especially since it seems clear that Urban wanted the experi.
mental group to win, The erxperiment suggests, however, what
oan be done.with the structural approach by a teacher who is
enthusiastic about it. The two other class-room teachers whom
I have consultad (1, 7) gave me similar reports: they would
not go back to the traditional method of teaching, though they
think that more satisfactory textbooks than Sweet's are needed,

My own feeling is that no either-or position need be
adopted. Learning to read Latin as Latin seema to me per-
fectly consistent with the analysis and construing which good
translation demands. Sweet and his group have shown that the
structural approach can be applied to teaching an ancient lan-
guage like Latin, How effectively it is applied will, of
course, depend on the attitude and ability of the teacher.
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PSYCHO~ACOUSTICS OF SFEislCH

acoustlices of Sreech

Speeoh consists of bursts of minute and rapid fluctua-
tions in alr pressure. The average sound rressure of ordinary
conversation 1s about three millionths of a pound per square
inch. The pressures of the loudest and falntest sounds that
contribute to the lntelligibility of speech differ by a factor
of about thirty. These fluctuations in air rressure contalin
2ll of the frequencies that we can hear, but they are not all
equally Important for understanding what is said. The fre-

uenclies between about 200 and 3000 eyclos rer second

?foughly the frequoncies trunsmitted by an ordinary telerhone)
contain almost all of the "phonomice" information. The rresence
of other frequencies makes the voice sound more natural, but
contributes little to the identificution of utterancos.

To rroduce the "voiced" sounds--the vowels and some
consonants-~the vocal folds are brought together by the
muscles of the larynx and foreced arart in brief puffs by the
pressure of air from the lungs. The vocal folds oren and
close from 100 to 200 times per second derending upon the sex
of the sreaker and the intonation of the utterance. 'T'his
vibration rroduces a series of strong overtones at integral
multiples of the fundamental frequency. The oral cavity acts
&8s a filter which may be tuned to certain frequencies by
moving the tongue and lips. Humping up the tongue in the
middle creates one resonant cavity in the baeck of the mouth
and rounding the lips creates anotner in the front of the
mouth. Wkhich frequencies are selected and which surpressed
derends primarlly uron (a) the position (anterior~-yosterior)
of the hump in the tongue, (b) the helght of tinis humr in the
mouth, and (c) the degree of rounding of the 1ips (DeLattre,
1951). Lowering the glottis rroduces nasal souncés by con-
necting the nasal cavities to the orsl cavities. (Fig. 1)

The vocal folds relax during the "unvoiced" sounds, which
are rroduced by interfering with the flow of air through the
mouth by rlacing the lipas, tongue or glottis azainst or near
a fixed rart of the mouth or another moblle articulator.

These sounds are the unvoiced consonants. rlerforming the
same articulation with the vocal folds together produces the
corresponding volced consonant {compare /s/ and /2/).

Visible Speech

Depicting sresch directly as a time~varying pressure
makes a series of squiggles quite unintelligible to the eye.
4 more meaningful visual yresentation of sreech can be con-
structed by first analysing these sounds into their component
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frequencios, as the ear doos, and thon displaying the relative
ariounts of specch power in different bands of frequencles us
a function of time (rotter, Korp, & Green, 1947). The "speoech
sypectrograph”" makes such analyses and displays tihe result in
a threo-dimensional jicture; the horizontal axis rerresents
time, the vertical axis represents froquency, and the bright-
ness of any srot rerresents tne relutive jower of one bund

of frequencies during one interval of time (Fig. 2). The
patterns drawn by a sreech srectrograyh are translations of
syreech into a visible langusge that can be translated buck
into an auditory langusge 1f you know the rules.

The simrlest rules are those for translating the cardinsl
vowels. Lach vowel rroducos simultaneously a set of briefly
sustalned notes whose frequencles are determined by the
tuning of the oral cavities. These notes, known as the
"formants" of the vowels, arposar in the syectrograrh us sets
of yarallel, horizontel burs. The formant with the lowest
frequency 1is called the first formant, the formant with the
next highest frequency is called the second formant, and so
on. Decause no two cardinal vowels have the same first and
secondi formunts, it 1s necossury to syrecify only the first
two formants to identify a vowel. The first two formants of
some bnglish and French vouels are compared in Fig. 3. On
this kind of a figure the diphthongs of inglish would arpear
not as roilnts, as the vowels do, but as directed curves

1iding from the position of one vowol toward that of another i
Lehiste & Feterson, 1961).

Consonants cannot be translated so easily. Table 1 shous
a two-~way classificatlon of the consonants of knglish by the
different categories of sound (plosives, nasals, fricutives,
laterals and trills) and by the different combinutions of
articulators thaut are used to produce them., uhere two sounds
are listed, the first is unvolced and the second voiced. Not
all of the combinations arrearing in Table 1 are rhysiologically
rossible, and not all of those that are rhysiologically ros-
s8ible occur in knglish, although they may occur in other
languages. Acoustically the consonants exhibit a hetero-
geneous varlety of features not all of which are rhonemic,
1.0., carry meaning in the language. If we cannot ldentify
the rhonemlic characteristics of consonants by eye on the
syectrograrh, we can do bettor by reversing the process of
translation.

Faintec Speech

Just as sounds may be transluted into a geouetric rattern
by the spectrograyh, so arbitrary coomotric patterns may be
translated into sounds by the "pattern ylayback" (Coorer,
Liborman & Borst, 1951; Delattre, et al., 1956). Fig. L
shows how the pattern playback wor¥s,  The pattern rlayed
back may be a reul spectrograph or, what is more inportant,
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Table l.

Classification of English Consonants

Position of Type of articulation
articulation | Ilosives Nasals PFricatives Laterals Trills
Bilabial p (ple) m (me) w (ws)
b (by)
Lablodental £ (fine)
v (vine)
Dental 9 (thin)
S (then)
Alveolar t 21;0) n (no) s (sip) 1 (1ip)
d (do) z (zip
r (rip
Cacuminal
Falatal \ ;8113) (None)
3 (azure)
J (yes)
Velar k (ke¥) n (sing)
g (go
Glottal ? (lone) h (he) (None) (None )
(1iiller, 1951)
. 459 mirror gw*'Ldght collector
\ > amd photocell
\ \ (reflection)
‘ ) lens “'""’
- cyl. tone S &
light lens wheel .
source
¢
{f Light collector (transmission)
1 10uc-
amplifier speaker
Pig, 4. Pattern Playback, The tone wheel produces an image of a slit

of light that flickers slowly at one end and rapidly at the other. The
‘painted pattern selects the combination of frequencies that is trans-

nitted to the loudspeaker,

(Cooper, Liberman, & Borst, 1951)
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8 hand-painted pattern incoriporating the experinentor's
hyrotheses about which aspects of the syeech sound ure phonemic.
Fig. 5 represents a spectrograrh and a hand-painted synthesis
of the same phrasc.

This instrunent places a yowerful analytic technique in
the hands of the student of speoch. Ille can make sreech and
speech-like sounds to order, play them over as of'ten as he
wishes, obtaln Judgments of what the playback "said" from as
many listeners as he deslires, vary any asroct of the sound
that he susrects is rhonemically criticul, and ask his
listeners to compare the resulting uttorunces. The object
of this kind of investijation is not to deseribe syeech as it
ccecurs naturally, but to specify the acoustic features of any
utterance that are essential to convoy moaning in that
languagse. I these minimal foatures are deleted or nodified
the llistener no longer identlfies the sound us the same |
uttorance (Liberman, et al., 1959). |

1
1

The varliety of mcoustic cues that are known to determine
the identification of utterances is too great for full des-
cription here. 4 sample must suffice in this brief sketch
of a rapidly growin; subject. For instance, one of the things
that distinguishes among the stop consonants /b/, /d/ and /g/
when they occur before any vowel is the initial transition of
the frequency of the second formant of the vowel (Fig. 6).

The second formant of a vowel following /b/ starts with an
upward glide, as though from a very low frequency, before it
levels off at whatever frequency is characteristic of thut
vowel. These transitions do not actually begin at a constant
frequency, but form & drooping "tail" that points to a more

or less fixed low frequency. Iollowing /d/ the second formant
originates at (the tail points to) about 1L00 cycles per
second and rises or falls toward the steady frequency that is
characteristic of the following vowel. The transitions of

the second formant of vowels after /g/ fall into two grougs.
Before front vowels the transition falls from a high frequency.
Between /ga/ and /go/ thils rattern breaks abruptly. The
second formant of the back vowels also beglns with a falling
transition, but it originutes at a much lower frequency.

These inforences are based, not upon how human sy.eakors pro~
nounce /b/, /é/ or /g/, but uron how human listeners identify
aucitory rerroductions of patterns like those in Fig. 6.

An example of another important class of phonemic cues
18 one of the dirferences between /d/ and /t/. The onset of
the first formant of /o/ following /t/ is delayed longer than
following /d/. If the onset of the first formant in the
rainted patterns of Flg. 7 is delayed less than 10 millie
seconds the listener reports /do/ (as in doe); if this delay
is more than L0 milliseconds (but not too much more) the
listener reports /to/ (as in toe). Although there are also
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other differeonccs betueen /d/ and /t/, the time of onset of
thie first formant is sufficient to dlstingulsh them completoly

when they occur just before /o/.

The quest for & complete set of minimal rulos for syne-
thesizing sreoch 1s the obverse of the concurrent quest for
a "speech-writer," i.e., & device for autormutically trans-
cribing speech into writing (Kelly & Gerstman, 1901; Stevens,
1960). Frograms ure being written, with sore success, to
enable computers to teke dictation. Ideally these }rograms
would contaln the obverse of the synthetic rules, the minimal
rules for recognizing speoch. Neither set of rules has yet
been rendered in a general and minimal form, but reasonably
general and reasonably efficient ways of transforming speech
into writing (intelligible notation) and writing into speech
(Intelligible utterances) may be attained without satisfying
the stringent requirements of an ideal acoustic theory of
sypeech,

Teaching Devicos

The advent of the tape recorder nade the modern language
laboratory possible. Records of model spockers had long been
available, but listening was not enough. The tare recorder
made it feasible to have the student listen to a model spesker,
record his own rosyonse, listen to the correct re3ronse, and
comparec, and correct himself as necessary. The organization,
cost and technical specifications of a lunguage laboratory
have been deseribed elsewhere (Johnstone).

One of the simplest auditory aids is to let the student
hear himself., During oral drills in groups he may be unable
to hear himself over the interference of other students saying
the same thing at tho same time. Sound-powered earghones,
which do not require electrical connections, might overcome
thls obstacle In classrooms not provided with the equirment of
a language laboratory.

Visible speech 1s & research tool at the present time.
lost srectrographs are not made during the original utterance,
but from a recording, and employ a scanning technique that
requires more time than the original utterance (Feterson, 1954).
It 1s possible, however, to make satisfactory spectrograrhs
of utterances as they actually occur. One grour of investi-
gators developed a method for displaying "real-time" srectro-
grarhs on a rotating cathode ray oscllloscope and found that
they could carry on a conversation by each reading a srectro~-
graph of what the other said. This de.ice has also been used
to teach the deaf to speak (Fotter, Kopp, & Green, 19.7).

The essentlal components of a real-time srectrograph, saying
"to catch," are sketched in Fig. {. This paper-and-pencil
spectrograph (it has not been built) takes advantage of an

oscilloscope that stores a picture until it is instructed to
erase,
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Fig. 8. Memoscope tpectrograph,
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e do not know what visible speech can contribute to a
language laboratory. It is new and more exrensivo than the
kinds of equirment now in general uso. The student with a
"tin ear," or actual deafness, who does not perceive differ-
oéncos among speoch patterns auditorily, might be able to
learn visually, if he were rrovided with a rainted-pattern
and a television screen on which he could rocord the patterns
of his own syeech. The "normul" student might also benefit
fron the opportunity to comyare his sreech with visuul as well
a8 uuditory models. The design of suitablo syoctrograrhs,
of model patterns and of sound rrocedures for using them have
not been worked out in detail. The cost, the difficulties
and the probablec rewuards of using visible speech in the

language laboratory are experimental problems which the state
of the art is rire to exploit.
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LFARNING THEORY, LANGUAGE DEVELUPMENT AND LANGUAGE LEARNING
Outline

Focus and broad conclusions

Bramework for discussion

A, What is learned during language learning?

B, What factors influence the learning and its manifestations
in performance?

The problem of the criteria of learning
The framework revisited: What is learned during language learning?
A, The formation of associations
1. Acquisition of responses
2., Development of meaning
B, Development of sets
1. The nature of set
2, Language sets
3. Sets and verbal behavior

The framework: What factors influence the learning and its mani-
festations in performance?

A, Repetition
B, Generalization
1. Physical stimulus generalization
2, Mediated stirmulus generalization
C. Interference

D. Reinforcement and motivation
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LEARNING THEORY, LANGUAGE DRVELUPMENT AND LANGUAGE LEARNING

This discussion will pivot around the nature of language learning
and those critical concepts in learning theory that bear upon such
learning,

A review and evaluation of relevant literature, along with some
rather subjective judgments respecting the broad task of learning a
language, lead to the following conclusions:

1. Language learning proceeds in two stages. OUne stage concerns the
development of vocabulary. The other, more time-consuming stage,
involves the incorporation of the cultural aspects of the linguistic
communi ty into language use. Une can see these stages in both first
and second language learning. It might also be noted that the great
amount of repetition required in first language learning provides the
principal opportunity for the achievement of the second stage.

<. Learning a second language the same way one learns a first language
would, on the one hand, be desirable, but on the other, it is both
unnecessary and impractical. It is desirable because massive language
"bathing” would facilitate the incorporation of cultural aspects into
linguistic behavior. OUn the other hand, first language learning takes
place at the same time that the individual is developing concepts.
This doublz development makes that learning more difficult., By the
time that second language learning begins, the individual has concepts
available, The hooking up of new responses or associations with these
concepts is easier, for they are meaningful., Thus, the amount of
repetition required is less than for first language learning.

3. Because the development of the first language is tied in with the
development of concepts in general, first language learning becomes a
basis for defining concepts. Further, first language learning requires
the development of speech behavior. Since these carry over to second
language learning, I would hypothesize that manv of the characteristics
of language learning and performance are similar in the two cases.

Such factors as verbal fluency, sensitivity to language habits, level of
discrimination of meanings--these factors are, I suspect, powerful
predictors of success in a second language. In short, I am at this
point proposing a research approach ir which we would study, among good
and poor second language learners, characteristics of their first
language learning,

4. Verbal behavior, which is one of several ways to reveal language
learning, is affected by a number of variables which may impair perform-
ance., Considerably more attention needs to be given to this aspect of
language learning. We have data to demonstrate that variations in
verbal activity are highly predictable consequences of perceived stress,
anxiety and threat of failure. These data need verification in

language behavior situations,

S. We are painfully lacking in knowledge of, and techniques for, the
effective manipulation of reinforcement in second language learning.
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Looking for a model to follow in organizing my discussion, it
occurred to me that a framework might evolve if we ask two questions:

l. Vhat is learned during language learning?

2. What factors influence language learning and its manifestations
in performance?

The remainder of the discussion is directed to these questions.
Before we turn to them, however, I would like to consider the problem
of the criteria of learning., What level of proficiency is wanted ‘n
second language learning? 1 have certainly detected some ambiguity on
- this score in the seminar proceedings to date. And yet the nuestion
is fundamental to any training program, to the expectations of teachers
and, 1 dare say, to the frustration tolerance of students. Do we want
true bilinguals, efficient translators, language requirement satisfiers,
or what? Rescarch could be wisely and profitably initiated to develop
graded criteria of language learning.

Let us turn now to our first question: lhat is learned during
langnage learning? Perhaps another way to put this is to ask, what
does the individnal do during language learning, and what changes does
he undergo? I think that two broad categories of changes are observable.

A\, The individual forms associations.
B, The individual develops sets.

With respect to the formation of associations, two operationally
distinct processes are involved.

1. Acquisition of responses.

Responses are acauired through paired association and serial
association learn‘ng. The individual learns that A is followed
by B, that GUK is followed by PUH, The formation of any associa-
tion implies the development of meaning. This level of learning
is critical, for it allows for differentiation among items,
Although you do not know what "B" oxr "PUH" is, you know they are
different for they are associated with different stimuli (Noble,
1952),

There are a number of useful generalizatiomsin the psycho-
logical literature that have relevance for this kind of learning:

&, Meaningfulness facilitates the learning of stimulus-response
pairs (llunt, 1959; Harleston & Cunningham, 1961).

b. In a paired-associate learning task, the facilitative effects
of meaningfulness are greater the more mean‘ngful the response
members (lunt, 1959; Harleston & Cunningham, 1961),

c. There is backward learning. During the forwarc acquisition

of "A then B," the association, "B then A," is also being formed
(Murdock, 1956, 1958; Feldman & Underwood, 1957).
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d. Ubject-word learning is faster and produces fewer errors
than word-word learning (Wimer & Lambert, 1959).

e. Serial learning is most difficult in the m'ddle of the list.
This may be an artifact of this learning procedure. Also it
may produce artificial learning. Un the other hand it is useful
in providing an opportunity for differentiation.

2. Development of meaning.

We are indebted to Usgood for a very provocative model for the
development of meaning proper. The major mechanism in this model
js a somewhat vaguely def ined process of mediation through asso-
ciation, It is a model which suigests that meaning is an implicit
response, Thus Usgood states (1954, p, 127):

" ...Total stimulation from the object (§$) elicits a complex
gset of reactions (Rp); in the case of the baby's bottle, these
reactions would include sucking, salivating, swallowing, and
so forth. The distal stimuli ([51) which regularly antedate
or accompany total stimulation from the object will tend to
evoke some reduced portion of this total behavior as a repre-
sentational mediation process (rp); in the present instance,
sigit of the bottle may produce anticipatory salivating and
lip-pursing movements. The self-stimulation (sp) arising from
the mediating reaction is the conscious awareness of meaning
and may become associated with varjous instrumental sequences
(R,), such as reaching forward with the hands, vocalizing, and
so forth (e.g., encoding mechanisms),

"Distal cues (perceptual signs) bear a necessary and
inevitable physical relation to the objects they represent-e
not the arbitrary, assigned significance characteristic of
most linguistic signs, Since the distal cues of common objects
appear in a variety of contexti--at variocus angles of regard,
under various illuminations, at varying distances, and 80 on--
but antedating the same behavioral object, these modes of
appearance become a class of signs having the same significance,
This ‘s the phenomenon of perceptual constancy, and it is only
one instance of the intimate relation Letween perceptual and
meani ngful processes."

§ > Ry
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Usgood's model for the development of meaning has inspired
a number of experimental studies whose results have increased the
usefulness of the model,




Staats and Staats, in a series of studies (Staats, Staats, &
Heard, 1959; Staats, Staats, & Nims, 1959), have demonstrated that
the evaluative meaning of a word can be changed by pairing it
either with words of positive or words of negative evaluative
meaning. Purther, they have demonstrated that synonyms of the
words conditioned also change in evaluative meaning. (This
latter phenomenon is an instance of mediated generalization, of
which we will have more to say later.)

Extending the mediation model to second language learning,
usgood proposes that, in fact, two different language systems
can emerge.

1. Compound language system: Here two sets of linguistic signs
come to be associated with the same set of representational
mediation processes (meanings) and the same set of representa-
tional mediation processes come to be alternatively associated
with two sets of linguistic responses.

Sign Representation Response
house house house
maison house maison

2. Coordinate language system: true bilingualism,
house house house
maison maison maison

In the typical classroom situation of second language learning,
everyone goes through the compound system, though in varying
degrees. With increased proficiency (some argue that this is
realized only by direct acculturation) one moves to the coordinate
language system.

Besides the formation of associations, langnage learning recuires
the development of sets, The concept of set has had a stormy and
controversial history in psychology, chiefly pivoting around the
explanation of the phenomenon,

Hilgard (1957) defines set as a preparatory adjustment or readi-
ness for a particular kind of action or erxperience. llence, sets are
learned, The evidence for their development is pervasive and convincing.
Sets have been demonstrated to operate in problem-solwing situations,
motor performance situations, and, of course, situations involving
language and verbal manipulation.

Sets may be facilitative or interfering., With reference to

language learning, the ones I have in mind are facilitative, although
they may produce classical errors,
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Following Usgood's choice of terms, the sets developed can be

called:
1. ordering sets (noun followed by verb)
2. extension sets (cat-cats, dog-dogs)

3. congruence sets (singular-singular, plural-plural)

You may want to protest that these are quite ad hoc formilations,
and the protest would be valid. And yet, the fact that the child can
and does apply such sets to new words, including artificial words, and
that he makes errors when confronted with syntactic irregularity offers
! some measure of independent validation, Further, there are data from
the study of both English and French which :zeflect the operation of such
sets and their development as language proficiency increases,

For example, Lambert (1056a, 1956b, 1956¢), in an extensive
investigation of the language behavior of undergraduate and graduate
students studving French, and native Prench speakers, found that as
sophistication in the language increased, the frequency of appearance
of the habitual word order of that language increased: lie found that
the number of adjective responses to noun stimuli increased with
increased experience with French.

The question of the nature of associations to verbal stimuli in
English has been the basis of a number of investigations, The principal
results of these studies nermit the following generalizations (Andreas,
1960):

1. Some words have extremely high transitional probabilities, i.e.,
for many words, virtually everyone will give the same association,

2. Speed of association is directly correlated with frequency.

3. The most frequent types of associations are coordinates (table-~chair)
and opposites {black-white), i

4, Context influences associations, Perhaps from the point of view of
language learning this is the most significant generalization. In one
study, Howes and Osgood (Osgood, 1954, p. 117) investigated the effect
of context on associations to words. The subjects were presented with
four words in secuence, and asked to respond to the fourth word with the
first word that came to mind., With this design the experimenters could
study the effect of context on association and the extent to which the
separation of words would affect context and associations. They found
that the associations given did depend upon context, and that the
capacity of a word as context to influence the response decreased as
its distance from the response increased.

Another approach to this question of context was pursued by
MacCorquodale, et al. (usgood, 1954, pp. 117-118). Subjects were pre-
sented one of two sentences, and asked to fill in the missing word.
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2. The children noticed that the snow was beginning to hide
the ground as they got out of .

b. The children noticed that the snow was beginning to blanket
the ground as they got out of .

The response, school, was given more of ten when the first sentence was
read, and the response, bed, was given more of ten when the second
sentence was read,

These studies point to the development of sets, of dispositions
to perceive and react. Uf course, a set may produce incorrect responses,
e.g., "go," "goed." The irregularities in languages are not facilitated
by such sets, for they do not fit any one form. How, then, does the
individval learn to handle such irregularities? He does so by increased
repetition of them as irregularities. And he gets this repetition
every time he makes a mistake, for we correct errors produced by an
incorrect set. uUn the basis of this analysis, incidentally, one would
predict that those instances of irregularities involving words with
high frequency of usage, would be learned as irregulars more qguickly
and show less effect of set. A cute experiment could be designed to
check on this, Teach subjects nonsense werds for various irregular
verbs, then have him create other tenses of the words. We would
predict greater inter-subject agreement for those nonsense words
associated with high frequency than for those associated with low
frequency irregular words.

Uur second broad -uestion was, What factors influence language
learning and performance? What do these variables mean and how can
they be wmanipulated?

My answer embraces some four or five concepts, These are:

1. Repetition
2. Generalization
3. Interference

4. Reinforcement and motivation

A, Esgptition or practice is a key concept in any learning theory.
While for many theorists its role is seen as that of strengthening
associations, some theorists, notably Estes (1960), argue that the role
of practice is to provide repeated opportunities for the formation of
an association between a stimulus pattern and the response,

This latter view is of particular significance in emphasizing
that the stimulus is, in a sense, always changing. Or, to put it
another way, the stimulus at any given time is a sample of a larger
pattern. What is useful in this emphasis is the possibility of subtle
variation in the stimulus, for there is subtle variation in language
stimuli. There are nuances in meanings that make one word slightly
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different fronm another and more appropriate in a particular context.
In short then, what I dcrive from this emphasis is that indeed there
should be repetition in language learning, but there should be
repetition in a variety of contexts, so that the full meaning of the
stimulus is obtained.

B, Generalization.

Training on a particular stimulus increases the probabili ty of
similar responses being mace to similar stimuli. This phenomenon is
known as generalization. Broadly speaking, we can identify two linds
of generalization.

1. Physical stimilus generalization. llere generaljzation results
from similarity based upon structure, spatial arrangement, intensity
variations, etc. In language learning examples of opportunities for
generalization of this sort are found in the following:

papier (paper)
table (table)
enfant (infant; this is a good example of a poor or

incorrect generalization)

2. The other kind of generalization is mediated stimulus generalization,
Hlere generalization results from similarity of meanings, lie referred
earlier to the Staats, Staats, % Heard (1959) study showing generaliza-
tion of this sort. Two other studies of interest in this context are
worth reporting. In one of these, Mednick & Freedman (1960) had
subjects learn a paired-associates list of nouns and adjectives. The
list was so constructed that 4 of the 12 stimul: used were paired with
responses which had relevance to a cormon concept, e.g., soft, white.
After learning the paired associates, the subjects were required to go
thirough the 12 stimulus words and group them into three concept cate-
gories, giving adjectives appropriate for describing them. They found
that the words which had responses bearing upon a single concept weere,
indeed, grouped together, and the appropriate concept for this grouping
was learned more quickly than the two other concepts. It 5s inferred
that the more rapid acquisition results from mediated generalization;

all four responses suggested the same meaning, and the stimuli associated
with these responses were thus 1linkec to this common meaning.

A somewhat different ap .oach was used by Buss (1961), who investi-
gated mediated stimulus generalization. The degree to which a 1list of
146 words had an aggressive connotation was determined. Four groups of
subjects were then conditioned to respond in a particular way to 20 of
the most aggressive, and 4 groups were conditioned to respond to 20 of
the least aggressive words. A1l subjects were then tested to determine
the extent to which they would respond to the remaining 126 words
covering the entire aggression scale in the same manner jn which they
responded to the training words. Buss found generalization from intense
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to mild and from mild to intense, i.e., the extent to which subjects
responded in like manner decreased as the differences in intensity
between test and training words incrcased.

There is, then, as a part of language learning, generalization.
This is true for both first and second language learning. While generali-
zation may facilitate, it may also interfere. It seems to me that a
critical part of language teaching would be careful programming so as
to maximize facilitative transfer.

C. lnterference,

This principle is a basic one in the psychology of learning. It
has been invoked to conccptualize both task difficulty and forgetting.
Basically, interference refers to response competition, 1f a response
has been associated with a given stimulus, interference is present
when one attempts to associate another response with that stimulus.
The amount of interference ‘ncreases as sim’ larity between the two
responses decreases (Besch & Reynolds, 1958).

In translating from English to, say, Prench, the Emglish sign
elicits a meaning which in turn elicits both the English and the French
responses. Since the English is dominant, it competes, making trans-
lation difficult.,

One might wonder how we ever learn, then, to use another language.
Une answer, of course, is that by repetition we strengthen both responses
8o the stimulus comes to elicit both. Another answer s what may be
called the atmosphere or cueing effect; this is analogous to the
stimulus and its varied meanings. \le rely upon environmental cues in
language behavior, and these cues provide an atmosphere effect, which
is a part of the stimulus. In an atmosphere of translating in French,
other phrases involvirg the response come to mind. lie can then take
the response out of such a phrase for use in the present situation,
This view argues, incidentally, for learning the language in the
cultural milieu, (The fact that this may not be practical is irrelevant
here.)

Interference, then, is virtually inevitable in second language
learn‘ng because of the first language, and to program teaching so that
interference is minimized is a real challenge.

D. Reinforcement and motivation,

Much is made of the powerful role of reinforcement in learning.
The presence of reinforcement--which stresses the importance of the
consequences of actions in determ: ning whether actions are repeated--
is assumed to be a necessary condition for continuing to react;
some theorists believe reinforcement is essential for the acquisition

of responses. The opportunities for and instances of reinforcement
during first language learning are many (Brown & Dulaney, 1958).
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1, Bngaging in language bLehavior helps one to realize h:s needs--
you get what you want by communicating. (It is assumed that
the absence of this demand for the later children in a family
accounts for their learning to speak more slowly than first
children,)

2. Parental approval

3. Control over enviroment

4. Upportunity to explore and satisfy curiosity

The oporation of these factors is less probable in second
language learning. This is because another language is available,
and because the learning of the second language may not be perceived
as producing these effects.

These facts raise, then, a very interesting question., lthat condi-
tions of reinforcement can be effectively manipulated to produce and !
maintain second language learning? It is suggested that the following |
possibilities are worth exploring,

1. Manipulate the exploration value of the second language. This can
be done better with children. henrs ¢ ig » crpport for PLES sroorams. 1§

2, Condition attitudes. This may be tantamount to changing the
"meaning” of language learning; jits purpose would be to make the
learning of a language a positive activity,

3. Strengthen and make more positive first language learning. This
Suggestion underscores the hypothesis that level of interest and per-
formance in one's first language are major determinants of second
language interest and performance.
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OUTOGIsTIC DuVeLOMIEDS OF LallGUaGL

Lanjua_e is a uniquely human capacity. althougn bees
cun indicate by u dunce the direction and distance of a field
of flowers (Von Friscn, 1950), and most aninals can cormuni-
cate emotions, only man uses verbal syrbols of objects and
relations. Because linguists have exphusized the cormunicative
function of languuge so exclusively, wo tend to forget that,
like other animals, we also use it to expross feeling tone
("Ouch!"  myy God "), Furthormore, we use it fop solving
ubstract rroblems thut could rever be handled in any excert
& symbolic wuay (e.g., mathenatical problems), as well as
concrete rrovlems, for which languuge is a short-cut. That
the whole organism, its emotional as well as its cognitive
sldes, is involved in the language rrocess is cleap from
observations on both animal ang human subjects. Fowrepr (1950)
found that rerrots anc¢ mynah birds learn to talk only when a
great deal of time andg attention on the rart of the teacher
is devoted to the training process, and clinicians have
repcatedly reported on the detrimental effects of lack of
affection on the language developnent of children. Church
(1961, pp. 5, 60-61) argues that tho child's first approach
to languupe is prhysiognomic and that in & global sort of wuy
he learns to understand a berson, not the words said.

a8 in all psychological rrocesses, both blological endoye
ment <ad envirormentul stimulation are involved in languagce
develorment. #irst a basic neuronuseular capaclty must be
present and at an aprrorriate level of develorment; before
aprroximately one yoear, no child has the biological structures

required for speech. .ng unless the c¢hild has a rinimal
intellectual endowrent, he never talks.

Secondly, speech is first an aural-oral rLrocess, anc a
deaf opr hard-of-hearing child learns to talk only as u result
of artificial teaciing vechniques. It is Erobable thut the
kinesthetic eéxperlence coming from his own sreech sctivities
is also Important, but thisg is harder to derionstrate.

But given the biological endowment, the languago process
does not develor without stimulation from the environment. All
babies vocalize Spontaneousiy at an early age, but theip rerer-
toire of sounds is at first small, gradually becoming larier

(Lynip, 1951), Chureh (1961,
r. 80) thinks that the order in whieh vocsl Sounds mature and
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linguistic or racial backeround. DBut to turn these sounds into
languape requires both an exanple and (probably) & warm eno-
tional tie to the adult users of the language being learned,

The Griginal lLord Gane (Brown, 1956, pp. 284-295) involves
& person who knows the particular patterns or verbal symbols
called unglish (French, German, etc.), and a naive subject.

©
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The tutor rereats sounds in the pattern aypropriute to the
lenguage being used in tne context of various behaviors and
objects, so that (1) the subject graduaslly learns thut cer-
tain vorbal patterns arreur in assoclation with cortain objects,
acts, und relutions (categories), (2) he is rcwarded for the
(approximately) correct reproduction of these patterns (some

of the reward may be norely tiec sctisfaction tiwut coues fron
mastory of the pattern), end (3) the subject is stimulated to
Jot an enormous anount of practice, sc that his production of
the sounds matches nore and more closely thiat of tiie teacher.

Language lecrning involves two sides: passive (recertive,
recognitive) and active (productive, use). The former comes
Lirst tenporally, and the term refers to the understanding of
words syoken (later, reud), although tho subject cannot himself
produce the words. It 1s likely that ut the st rt the child
has no conception of the reluation between the spoken sound
und the objJect or behavior. leumann (1902) reports thut his
son who had learned to point to the window on being uskod,

"wo 1st das fenstor?" did equally well when asked "0u est la
fonétre?" or "Lhere is the window?" and he still pointed to
the window when asked "lL.o ist die Tur?" Once thie idea of a
relation between sound ratterns and things, betwcen verbali-
zations und the rosslbility of controlling the environment by
the verbal technique, has soaked in, the L.ord Game progresses
rapidly. &bvidence indicates (Kellogg & Kellogg, 1933, pp.295~
29£) that desrite reward and punishment for correct and
incorrect cholces, after 100 triasls a 17 month-old child had
not leurned to fetch the correct object of three similar
obJjects when he heard the name alone and could not see the
8peaker., Yet this chlld could already obey correctly some

50 spoken requests. This suggests that the association of
sounds and objects 1s dependent in the carly stages upon
subsldiary cues and probably most particularly upon the onild's
own actions in resprect to the objJect. This is a problem
which calls for research.

Uver & perlod of time the child bullds up a repertoire of
ghonemes, gradually emphasizing those of his mother tongue;

t 1s probable that he cannot imitate a word until he has
spontaneously rroduced all the phonemes of which it is conrosed
(Lewis, 1936, p. 170 ff.). Young children often produce sounds
not used in the mother tongue and conversely they may be unable
to rroduce some particularly difficult sound until the age of
Tive or six years. Chen and Irwin (1946) and Irwin's (1647)
work show that at the age of six months the imerican baby can
produce on the average 12.3 phonercs (7.1 of the vowel-type,
5.2 of the consonant-tyre) compared to the 9 vowels, { vowel
diphthongs, and 23 consonants of adult American syreoch
(Bloomfield, 1933, p. S1); at 30 months the mean number of
rhonemes is 27.2. Like adults they do not correctly identify
the sounds they make themseclves although they may discriminate
the sounds made by others. (L.g., a child ealls "fish,"
fis," but becomes indignant if the parent says "fis."s
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It must be recognized that young child cets an enor-
rous amount of actlve practice (as nany as 15,000 words may
be used by u 3 year-old in one day; lcCarthy, 1951, r. 542 £.)
rlus all the passive Iractice he gets from hearing adults talk
to each other us well as to hirn.

When one tries to describe the characteristics of ehild
language und the way it changes vith time, one fuces many
difficulties. Fkor exznple, in trying to trace the growth of
vocabulary, how do we decide what to call a "word"Y 1If g
child knows botn "sit" and "sat" does he know one word or two?
The result of suen difficulties of definition is that there
is great disegreemont in the rigures reported by different
1nvestigators, but in peneral they agree that the size of a
child's vocabulury increases as g function of time in an
S-shared ranner, very small increments being added at the
start, then increments of increasing size, which apreer to
reach their maxirmurm between 2L and 36 months, und finally
8 gridual slowing down, as the groat majority of useiul words
for everyday cormunicution is learned (Smith, 1926). It 1is
probable tnut the growth of vocabulary continues during the

indivicual's whole 1lirfe time, though at a constantly decele-
rating rute.

One cheracteristic of early language is agreed ugon;

the very first words used nmeaningfully are holo hrases. By
context and intonation, gestures and facial expressIon, the
12 to 1€ month-old makes "milk" mean "I am hungry," "I upset
the milk glass," "Give me more milk," ete. Only Slowly does
he construct patterns of words in which the word element ig

& removuable and modifiable rart of the total, surly rhrauses,
cormonly used, are exrerienced as totals: ™all gone" becomes
"awgone" and is understood as one unit.

When the child grasps the basic idea of language~~that
all objects have names, that verbsl patterns can rofer to
absent objects, and hence that a verbal production may control
the behavior of the environment-~the child's vocabulary
inereuses rapidly. This is the perlod of constant "What's daty"
questions, and continual verballzation both to other peorle
and as an accomruaniment to solitury plar. Suech early language
is, of course, concrete andg closely tiel to the real world of
things and action. The ycuns; child is g pragmatist, and hig
early definitions wre in terms of use: a chair is to sit on,
Slowly, however, the structure of the languuge and itg abstract
nature are appreciated, and nis definitions bLecome explanations
or the giving of synonyms (Feifel & Lorse, 1950).

Several factors besides chronological age influence the
rate of development and the gradusal achievement of the adult
charactoerissics of Sreech. Intelligence has alreacy been
mentioned; tyrically the bright child talks carlier and better
than the tverage, and the dull op Teeble-mindeg child always

has a small vVocabulary and uses wontis in a Simple and immature
manner.

Full Tt Provided by ERIC.
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uuarly studies indicated that ;sirls spoke earlicr, rore,
and morc correctly itl.an boys, but the more udequutely cone-
trolled recent evidence suppests thut the differences are
slight, vo a lurce extent dependent on the kind of naterial
uscd (ulhidch deteriiines intersst) and probLably cluiefly reflcet
the zirla!' slighit enerul uacceleration i developrnent
(..cCarthy, 195E, rpe 577-501; Termplin, 2.957).

First children tenc to taik sooner and better than later
childrer 1r a famnily, pernsps because of the greator acult
attentlon and thie more muture patterns presented, but this
ecvuntage disupyeurs with wge. Twins or triplets syeck later
than the averose, probubly becausc of the cuse of nonverbel
conrmunicatlon betwveen identical aze-mutes in the same envirvon-
rent (FeCerthy, 195h, ppr. 590-591),

A8 would be exrectecd, the sociveconomic level of the
child's family is an imjortant variatle. Not only <o rarents
from higher sociocecononic levels derend rore on language then-
selves, but tuey tend to place a higher valuution on fluent
speech: and besides sotting an exumy le, reward syeech production
rmore highly than parents of a lower socioceconomic level
(IieCarthy, 1954, rr. 566-5(7),

A final environmental factor thuat is of special concern
to us 1s the effect of bilingualisn. \Whabt is the influence
on the slze of vocabulary, tuec corrzetness of sypcech, etc.,
of' heuring two lunguanes from infancyt Unfortunuztely thero
are relavively few studies, anc in weny cusces the el't'cets of
bllinguellsn ere contaninuted Ly other foctors (e.g., socio-
economic level), but the evidonce suggests (MeCarthiy, 1954,
Fre 591-594) thut (1) vocubulury in both languspes 18 cone
siderably rccuced com ared to tue norm, (2) there is = tendcney
for bilingual children to score slightly below tlhe norm on
intelligence tests, cspeclally of the verbul tyjec, (3) bright
childron heandls the yroblems roseu by bilingualisn nore easily
than average or dull children, (l) pilingualism is a handicarp
to the c¢hild's school sojustment anc scademic achieveiient,
but (5) pronunciution is suyerior when a language is leurned
at an early age. as eCarthy (1954, re 59) points out, in
this day of rapic trunsportation, frequent international
contacts in both business and government, and many funilies
in a government service which takes themn abroad for extended

rerioc¢s, we need rueh more and much more rrecise informatlon
about tliese rrovlems.

One rroble:n of great coneern to anthirorologists and
linguiats as well as ¥sychologists is the relation betucen
languasse and the cuter worlc. Lhopf (195€¢, pp. 233-2L5) helds
thut the lingulistie rotbeorn used by & peoyle deotermines the
wuy in wiich they perceive the werld, anc in a somewhet less
comatic wuy Saplr (1921, Ite 3=23) alress. Others hold that
all recorle yerceive the concrote aspecls ol tuc world in the
SHne manner, ana any languuge is simply a unique coding device
for referring to and classifying these ecnaracteristics.,
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several exrerimental studies of the question (Brown, 1956,
PL+ 291-295; Brown i Lennebery;, 195L; Carroll & Casugrande,
1950 ) indicate that the lancuage spoken certalnly tends to
influence the manner in which yeoprle classify objects of the
environnient, but results are not entirely univocal. Usually
when the unnoticed aspect of the stimulus is called to the
attention of a sreaker of another language, he also can make
the required percertual distinctions. In other words, peorle
discriminate tiiose asyects of tihe environment that are of
practical importance to them, and frequency of contact and
need to communicate make tuer: develop speclfic words for
referring to such environmental characteristics. lowever,
it will usually be found thut although anotlhier langusoge mnay
not offor specific tormns for these dotails, plhirases or cir-
curilocutions can be found to refer to them in a meaningful
way [ ]

The develorment of langusge by children is such a unle
versal phenormenon that the very reul ysychological complexi-
tles involvea are often overlookeG. any normal child,
re;urdless of nis raclul herecity, can learn to spesk any
language "without an accent" if put into the yrorer environ-
ment soon enough. Lith practice he not only rereats what he
hesrs, but also reorganizes the elements of tne luanguaze 80
as to say things that have never been saicé before, using the
grarmatical structure aprropriate to the langusge being syoken.
Certainly a theory of rote learning is quite inadequute to
explain this develorment, but how it does come about is not
well understood, and there are many challenging questions
that call for study. The following come to mind:

1. bthat is the best way of reinforcing a chilé for his suc-
cessive approxiriations to a correct production of phonemes?

To the correct use of words? Are such reinforcements funda-
mentaily different in first and in second language learning?

2o Is learning the mother tongue dependent on naking muscular
rnovements (other than those of the parts of the body involved
iIn speaking)? Could second language learning be spee“ed up

by incorporating more (non-vocal) motor behavior along with
specch?

3¢ 4t what age can a vocal pattern be attached to an object
without any context of an exrressive type? Is this related
to evidence that porception (visual) is dependent on motor
activity?

i« Can an infant imitate vocal sounds which he has not Fro-
duced srontaneously? Is this question relevant to second
langusge learning?

5. 1Is there any way of testing the hypothesis that there is
a "eritical period" for learning the first language? Is there
any age at which the learning of the second language is par-
ticularly easy? particularly hard?
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6. Is therc u sex difference in the casc of leurning a second
lanzuuge® are there identifiuble personality trailts that wre
related to sex and languuse learningt

7. Lhat is the optimum number of children 3n a cluss learning
& second language? (Twins and triplets leavn the first
lanzuege more slowly than singletons; would tutoring (1 child,
1 teachcr) be the icdeul arrangement at grade school levely)

8. &1l children with normal I( and hearing leurn to tulk.
LWhat is a "language block™t Lhat ere the churacteristics of
childrer who lecrn a second languare rarticularly easily or
with particular difficulty?

9. Lhat teaching techniques are most effective in teaching
a child to heusr sounds? to rerroduce them?

10. lhat is the develormental sequence of tiic concrete-
abstract dizension in first languege learning® Is this sequence
relevant to second languazc lewrning? Lould, e.f., informa=~
tion abecuat a child!'s level of categorizing anc generalizing
ebility give us Informution regardlng tha best method of

.

rresenting the seccondé languuse¥
11. thaet 1s the pattern of developmeont of tiae child's choices
of cutegorics - color, forrn, number, etc.? If a fairly
general ceveloyricntal sequence zprears to occur, would it

have any signilicance for second language lewrningt

12. Ly are synonyms and antonyms contusedt Is this related
to percertual difficulties?

13. Of what signilicance sre personal affective relations
between teacher anc¢ pupil in second language learningy
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SEMANTIC AND SYNTACTIC DEVELNPMENT

Developmental psychologists have studied language learn-
ing 1n the past as described in the preceding seotion. Only
recently have they moved inte aspects of language learning
requiring greater lingulstic sophistication. These aspecte
cover what is popularly conceived as grsmmar: morphology and
syntax. These are the aapects of language which permit the
child to create truly new utterances.,

The two questions to be asked are 1) when do children
learn the unstated rules of grammar of their native language?
and, 2) how do children lesrn these rules?

Observers have noted the errors of children s evidenoce
of the implicit formulation of a grammatiecal rule, "I gosa"
tells us much more about the child's learning than does the
correct form, since the incorrect form is unlikely to be a
gimple imitation. The child who says, "The mouses are in their
houses,” is telling us something of the sseme sort. In diaries
of child language this type of evidence from spontaneous ut-
terances helps localize the rule being used by the shild with-
out requiring the child to verbalize the mmle,

The limitations of naturalistic observational methods
have been described before. Leopold (1937) deplores the qual-
1ty of most dlaries of child development, particularly in the
srea of language development, because of the voor linguistie
background of the diarists. While Leopold's work on his own
bllingual child 1s highly illuminating, the remarkably few
errors made by the child, plus the added vroblem of bilingual
development give us 11tt1e normative data for Judging the man-~
ner of learning grammar,

Jean Berko's (1958) experiment with preschool and first
grade subjects attempts to discover how well young children
know certain rules of morphology, pluralization, possession,
verb and adjective inflection, and some derivational forms,
Her technique 1s as imoortent as her findings. She showed pilo-
tures to children of objects or persons lsbelled with nen-
sense words. The subject's answers to questions about the
objects or persons with nonsense labels required the use of
inflections, derivations and compounds built onto the nonsense
words. In all the cases Berko used, young children tended to
roiularizo irregular forms or to use the commonest form. B
skilllful sampling of stem words, Berko also found that child-
ren's improper regularization of words occurred even when the
chlld had a correct model from which to sxtrapolate., It would
appear that the most regular forms, being moat frequent and
therefore overlearned, provide the basic first rules for the
creation of new utterances. This finding appears to hold for
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syntax as well sas for morphology; it holds in Wolfle's study
(see Miller, pp. 193-195) of morphology of artificial lan=
guages as well,

Again and again, the role of frequency and overlsarning
a8 the basils of extrapolation to new utterances appears in the
literature. It would thus appear that to produce efficient
sscond langusge learning, we should try to nrovide a parsllel
language "bath" for overiearning, unless we assume that com~
pound language learning works advantageously, How to accom-
plish this without long years of exposure is the language
teacher's problem., Here he trades on the maturational advan-
tage of the older second language learner, 3t111, we can
surmise that the mature second language learner cannot avoid
the necessity for repetition and overlearning,

Block and Trager (194,2) outline five kinds of morpho~
loglcal change in English: affixation (ful ending on noun
ocreates an adjective: care~~-careful; ly on an adjective creates
an adverb: careful---carefully); internal change (bslief -
bslieve) suppletion (entire base change: go~want§; reduplica-
tion (papa, booboo); and zero modification (one sheep-two
sheep)., These are all areas of morphologlical learning that
couéd be studied in English-speaking children, using the method
of Berko,

What of syntax? Good psychologlical studies of syntacti-
cal knowledge of children sre generally recent. From the
earlier work of Heider and Heider (1940) we have evidence .
that chi’dren's sentences go from holophrastic sentences to
phrases to simple aentences and then to the compound and com-
plex sentence. The child is 10 or 11 before the compound forms
overtake the simple in frequency. Linguists have rensrted
this kind of sequence in languages other than English,

In Englisk, sentence construction in oral language <
particularly in speech addressed to children - i1s generally
actor-action construction. This 1s "the favorite sentense
type of English" according to Bloch and Trager (19L2). It is
typlcally this kind of sentence which is involved in English
gobbledygook. The predictability of syntax and the oues in
small function words help the listener to define new elementa
in utterances from context.

Porter (See Berko and Brown, 1960) asked a group of chilad-
ren between 7 and 12 years and a group of adults to £ind the
word ln some nonsense sentences analogous to a verb in a simple
actor--action sentence. His purpose was to extract the cues
used by these subjects in 1dentifying the verb, Children use
position, diaregarding other cues; adults use position also,
but can make use of form ending. The actor-action sequennr»
function 1s the moat regular, most frequent conatruction, sv
that any new English utterance is most probably decodable by
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position cues. Of interest is the t'inding that lexical
meaning was used loast; form projertlies uyryeuar more compel-
1ling than jroperties of moaning.

That form jroyerties are learned quite well by young
children 1s suggested by some recent studies. Rogor DBrown
(1650) has found thut 3 to S=-yoar-olds have begun alreudy to
identify verbs, rarticular nouns, and mass nouns. lle founa
thls by the intriguing technique of asking his subjects to
ldentify a ricture from a grour of jictures wnicn showed
x~lnc, some=-x, and the x, x bein: & nonsense syllable. Ton
of the 16 chlldren chose a picture of moverent when Brown
use¢ the nonsense word as a verb form; 11 of 16 picked out a
leture of a discrete object for his jarticulur noun; und
12 of 106 yickod out un extending substance for his muass noun.
liot all of the chlldren nave extrajolated (imjlicitly, of
course) the rules lor these form classes, yet all chilaren
at 3 to 5 use these f'orm classes quite woll. liow tiae child
diff'orentiutes these form-clusses us jurls of the yhruse
wholes he speaks 1is the interesting question. Carroll (1955)
assumes he extracts the common jroyerties from a tremendous
nunber of rhrase wholes ne has learnec. If we ever achlevea
such high level avstructions in a ysychologicul ex}eriment
with young chilldren, we would be amazed. Yet, because of the
higher jotency of life's reinforcement of child language and/or
the very high frequency of language trials, the child rather
quickly achieves this high-level abstraction and lesrns to
talk like those uround hinm.

Brown used these same children to test whether children
of 3 to 5, in free association, folloved the association
pattern of adults. PFost cdults ussociute & resjonse of the
game form class as the stimulus. Braown found that subjects
who used the form classes correctly in tie exreriment dcscribed
above, tended to be those who free associated with resionses
of the rrorer form cluss ("homogeneously," to use Brown's
term). The runk-order correlution between the two rieusures
was +.bl.  wurvin (see Berko & Brown, 1%60), eurlier, had found
thut almost hulf of a samyle of kindergarten and first Erade
chlléren gave noun rosjonses to noun stimull in frec ussocis-
tion. [iour of five sixth i raders achieve the adult jattern of
homogeneous ussocistion. Young children £lve niore juruse
resronses than do oldcr children.

# new arpjroach to chilcren's syntsx, following tne method
of the linguist, 1s being triec currently by Brown and his
co-workers at K.I.T. The alm 1s (unpublished report) to pet
& sequentlal record of early sreech, in the same manner as
the linguist obtalns a corpus from an informant. From thils
record, the investigutor lesrns whut the sequences In u childts
speech are, and eventually, whut the child's imrlicit rules
are. Brown has described a large set of uttersances by a 254
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montn-olc eciilld, using recurrent initiul words to defige
classcs of' utterunces uwvuilable to the chilu. LiHe hus cescribed
geven clusses of utterunces, those following: thut, there,
see, 18, ¢ (no word), the, &. associuted with taese Initial
utterances is & small group of nouns. Seo is the only exylic't
verb form, other thun the utterance "that goint" in the samrle
of utterunces ceseribed in the Ireliminury results. uhile

this method of' guthering cuta 1is excoedingly timo-~consuming,

1t coulc rrovide us with tne best cata forp answering the two
questions rulsed ut tne beginning of this yaper: uhen do
children leurn grammatical rules ané how do they learn them?

4 recent coctorul study by laula henyuk (1961) undertakes
to cescribe the structure of the language of & sswyle of nur-
sery school an¢ first grude chlléren, and to study the clLianges
assocluated with muturation. lLienyuk's rurrose 1s to jyu%
Cnormsky's model of syntactic structure to work in an effort
to charecterize chilc langusaze. Chomsky's techinlque, us
deseribed by menyuk, is to cevelop 4 sequontiul descrijtion
of sentence structure of the changes-~both structural and

norpliologicul--required to create new aentenccs from basic
sentence structure.

Chomsicy's model nus three levels: 1) ruruse structuro,
2) transformation, und 3) mor;nology. wocuch lovel Lius sets
of rules viicu prermit tne ercution of new sentences ut thut
level. Chomsky assumes the simile active-declurative sentence
rrovides thie first forus for sentences from which luter I'orms
arc derivec. The second level involves riore coriylex sentences
based on traansforrutional rules. The third level involves

the soquences of morj nornonemic or inflectionul rules.

enyuk hus studled the syeech of 4 sample of very bright
children, recorded in four situations: 1) spontunocous 8] cech
to the Blacky Fietures, a porulur rrojective technique,
readlily usable with children; 2) conversution rFuryosefully
%enerated between the examiner und the child durlng the admin-
nstration of the test; 3) conversation curing reer intersction

of three chilcéren, role~pluying as a mother, futher andé child;
and l) clussroom conversution and sreech.

The fascinating results of ilenyuk's study are that unique
structures, not reflecting structures used by adults, are a
surrrisingly small yurt of chilcren's speecu by 3 yours
& months Tthe average of her younger grour). &ll the busic
structures udults use are wlrcady rresent in the sroech of
nursery school chlldren, and ure still being rructiced anc

acquired ut the first grade level. (The sume cinild may say
"I wunted" and "I wushted”, )
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liaturation ajreurs to bo the most importunt variable
assoclated wlth inereasec usage ot syntactic siructures,
nelther I... nor sex being significunt in ienyuk's sarple.
llore first gruders use the jassive, the auxiliary huave, the
conjunctions if and so, and nominalize correctly than do nur-
sery school children. lowever, significuntly less than 100 %
of first grade children have lesrned most of theso structures.
Summarizling, kenyuk rerorts a trend from omission in both
hraso structure and moryhology (he wash) to redundancy
{he vashted, the childrens), with cecreasing fluctuation as
muturation advances until usage of unique structures is
elimincted.

Since lenyuk's careful unalysis covers more than 6500
tared sentences plus umore than 1000 sentences in tinc cluss-
room, the results deserve uttention, not only tfor what they
toll us sbout a sumple of brigiat children, but also for whut i
they tell us of s new method of' analysis based on Cromsky!s
model. lenyuk plans to extenc her analysis to younger children.
such informetion is needed to loculize and describe :ore
closely tiaec evolution of the transformational and inflectional
rules.

The highly structurec¢ studies of Berko, Brown, and lorter
susggest thuat form cluss concerts are available to young
chilcren, Of interest here is a study by wernor and Karlan
(1950) which sugiests that when word mesnlngs ure gleanec¢ from
verbal context, form class cues &re not used as one might
exrect. Context ayreurs to be overiowering. Lerner & Kaplun
used 5 grours of subjects ut yeurly intervals between {i and
13} yeurs of age. Twenty-five children at esch age level
were glven sets of sentences with a nonsense word embedded.
after each sentence the child attemyted & definition. The
nonsense worc 1s reyocated through an entire set of sentences,
each sentence giving, of course, more cues as to meaning. &An
example from their yarer is us follows:

l. If you eat well and slcey well, you will hudray.
2. lMrs. smith wanted to hudruy her family.

3., Jane had to hudray the clotn so tuut the dress would
iy Mary.

4o You hudray what you know by reading anc studying.

5. To hudray the number of children in the class there must
be enough chalrs.

6. You must have enough space in the bookecuse to hudruay your
library.
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These averuse children showed soite curious rnetiocs of
defining. Flrst, the word stooé for thec wiiole sentence.
Noxt, the word becume the whole sentence, overipotoring the
context, as it verc. 'Then, therc is holojhrustic oxjunslion,
11luralized moaning from sentence to centence, (cneralizution
by Jjuxtarosition to purts ot the sentence and chaining. The
104 yeur-old shows u daror in sentence distortion, but the
1 re=10f-year~oldts attompt to extruct meuning is murkec by
the vlolence of' his hancling the grummuticul structure of the
sentonce. While Brown assumes this 1s o funetion of wenory
sran differences between chlldren unc udults, tlie sentences
were avallable to the children for check curiny the jrccess
of defining. Brown suggests that l.erner onc kaplan's \ord
Context Test yrocduces verbul behavior thuat is similar to that
of socond luniuuge learning from context. If this 1s so, 1t
ayrears to be a grossly inefficient yrocess, since the child's
methods are roor ones until f'alrly late: 10% to 1l ysurs.

There are some questions we nave been skirting in this
seriinur which have airlication to the learning of a second
language. Imprlicit In much of the FLES literature is the
notion that second langus;ie leurning follows the yuttern of
first languuge leurning. In fact, some writers in the language
teuching field (Brooks, 1960) imrly thut second languagcs can
be taught with maximum effectiveness only if the method used
arrroximates the method of first lengusge learning. This is
echoed in the suggestion of Osgood and prvin (195l) that coor-
dinate learning of two languuges minimizes interferonce, wirtlle
comrounding maximizes interference. lo psychologist cun helj
but respond with nourty endorsement of the FLiuiS technique of
practiclng us mucn as possible in the languesge to be lewrned
on the basls of simyle jructice effects alone. There are,
however, some questions ubout the develoyment of intuitive
gramer thut might be ruisec.

V.o ure sgreed thut lewurning thut objects, qualities, stc.,
have numes need not be relearned. The sdvantuges of categori-
zatlon und the necessity of concert-formation are alreuady
bullt into the usuul second langusie student througn his
exyerience with the first langusge. Vhile a ohild formulstes
his rules implicitly in his first language, we huve no eviderice
that rules or yrincirles hinder second languuge acquisition.
ke have ample evidence thut learning of rrinciples enhances
transfer value. Lhat language teachers rrobably want 1s some
combination of "verbal bath” and rules, not no rules st all.
The curious wish that children snoulcd use intuition to formue
late rules rests on two asswaptions current in some educa-
tional circles: That the rule built out of high frequency of
use will "stlck" better, and that self-discovered rules zpe
"better" than teacher-uncovered rules. One should be able to
sub ject these assumrtions to test.
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llow to ayiroximate high f'requency of exposure to a second
lunguoge without living in the culture is & question thut

jeriod for lungusie lewrning clted Ly iziller (1951) us the
norm for first langusge learning is rurely ojen to the second
lansuuge learner. liow to sjeed up the yrocess and develoj
ruyldly sone degree of verbal ifluency in a second langusapge
willl require much more investigation. The hope of seminurs
like ours 1s thuat now motnocs will not reylace old ones only
s a new '"fashion," but rather that the new assumptions and
new mothods will jrovide hyyotheses for testing now chilaren
leurn and retaln most recacily.

RLFERENCES

Berko, Jeun. The chlld's learning of inglish morrhology.
I.OI'd, 195&, 1).:., 150"'177‘ |

Il kussen, . H. Handbook of ressurch methous in
chilcd develorment. New York: wiley, 1560.

Bloch, B., & Trager, G. L. Qubtline of linculstic enalysis.
Baltimore: Linguistic Gociety ol america, wavorlyy
Iress, 19L2.

f Berko, Jean, & Brown, R. lsycho-linguilstic research methous.
|
i
|
I

Brooks, N. Languuge an¢ communicution: Theory and rractice.
New York: Harcourt, Brsce, 1960.

Brown, ¥r. Language anc¢ categories. IN Bruner, J. bey Goodnow,
Jo doy & austin, G. A. 4 sbudy of thinking.
Yew York: Viley, 19506.

Brown, R., & Berko, Jean. Gord associstion and the acquisition
of grarmar. Child Develorr., 1960, 31, 1-1l.

E Carroll, J. B. The study of lancuage. Cambridge: Harvard
| Univ. kress, 1555,

Leopold, .. F. Speech develoyment of a bilinguel ehild.
Evanston: Lorthuestern Unlv. Iress, 1937, Vol. I.

Helder, F. K., & lleicor, G. I:e . comparison of sentenee
structure of deaf and hearing children, Isychol.
rnonogr., 1Sho, 52, L2-103,

lienyuk, laula. A descriptive stuay of the syntactic struc-
tures in the lunguagze of children: Nursery school
and first grude. Unpublished ih. D. thesis, Boston
Unlversity School of cdducation, 1961.

| ERIC

Full Tt Provided by ERIC.

should be tuckled. lieecless to say, the 15- to 20~year learning




iilller, G. 4. Langusse and communication. Mew York:
HcGraw-&ill, 19571,

Osgood, C. =. (2d.) lsycholinguistics: s survey of theors;
’ and rcseurch rroblems. J. gbn. soc. rsychol., {95u,

49, Surpl. to No. L, rt. 2.

lLerner, ll., & Kaplan, ndith. Development of word meaning
through verbal context: an exyerimentul stucy.

J. lsychol,, 1950, 29, 251-257.

Derartment of lsychology Zella Luria
Tufts University

I e st o s bR ek st ain s s A A E Attt et e e S b s A edet st ahinecan st s e
e T T T R AT A R T T A R e
Rt i



PSYCHOWLTRICS IN omCGOND LANGUAGs LiosntnING

The ysychometric rroblems in secon¢ language learning
ure vuried and largely unsolved. The ]resent jujer is un
attemrt to roint out the jertinent areas of xazchomotrlcs.
to review jrogross in the field, und to suguest areus for
further study.

The science of ysychoretrics cun serve the second
language leurnt field in a number of wuys. ilost obvious
are tests of artitucde for second lan;uage learning an: tosts
of achicvement once sore )rogram of second langsuaze instruc-
tion has been institutod. In adcitlion, ysychometrics can
serve an inmrortunt function in the overull evaluation of a
rogram of socond lanjuage leurning. Furthorrorc, it is
ighly 1rovable thut it is in soric of tihe subtle urous of
attituce measurement thet ) sychometrics cun muakec u most valu-
able contribution. i:uch dejends upon the uims of a rrocran
of' languuge instruction. a program which is basec ujon signht-
reading skills in technicul material rmust be evaluated quite
diff'erently fror one which utte:ts to teach culturul vulues.
It 18 ulso true thet the } sychometric tocls for the evalua~-
tion of' a yrogran must chunge whon the jrogram is built uz on
tho view of languuge tuken by a linguist rather than by a
cluassical grummariun.

Jefore reviewlnz sore of the sjecific psychometric devices
which aro availuble, it is im;ortant to recognize thet auny
ysychometric device should jossess four characteristics:
standardization, objectivity, reliubllity, and vulidity.

The stancardization of & test imjliss that suituble
normative data are avuilablo for the test. Few teacher-made
tests meet this criterion. Although a teacher muy estublish
norms for a given test, these norms ure limitod severely by
tho students with wiom the teacher has contact. In the
classroorm situution the repetition of a test year after year
in order to ostublishh norms josos additional jroblcms.,
Students, at any rate students beyonu the }rinary gracos,
quickly letrn the detulls of tests usec in this way. Certainly
the cstablishment of informal norws shoulcd bo encouruged in
tho classroom, but 1t 1s not to be expoctod tnut the jrocedurs
will rcacih the stundurds of & well-produced yublished test.

+mong; jublisiedc tests in the fiolu of second language
loarnin; there are muny tests, probably a majority, whica
fail to reach the criterion of standuralzution. This is
unf'ortunute because it leaves the user of the test without
adequate moans for intcryreting the tests' ruw gcopss. To be
fully useful, the munuul of u test should include adequate und
sultable normative duta. When a student is sald toc be at the
¢5th jercentile in his knowledge of irench, the jojulation
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with which he i1s being compured must be known, adequate, and

suitablo. \.hen a stucent is sulé to be ut tne Gth grade
level in Syranish, more infornction about the meaning of this

statement and how it was estublished must Le avuilable.

The objoctivity of ¢ test relates to the scoring roce-
dure for the test. The corroct ansver to an item :mst be
known by thie scorer in acvance und shiould be such that, upon
rescorin;, tne itowm woul¢ ulways recoive tho surie anount of
oredit. lo serious jroblcw is oncountorea with "objoetive
test items" sucli us true-t'ulse, :ultijle-choice, etc. But

i1t 18 ¢ jroblem to Lo consideored cureftully should the testing
involve the ovuluution of ta]e-recordin;s or of clussroom
jerformnunce. lsychoriotriciuns desire objoctivity in testin:;
however, the test muker must be ingenious cnough not to let
this 08l cistort the tyjo of test 1lter.s considered }ossiblo.
In the fielc of scocond lansuuge lourning, there is neec for

a riore crewtive tyre of item thaun currently is found, but
whioh still meets the roquirement of objJectivitye-itous which
assess knowledge ana skills of real importunce. It is on
this yoint jarticulurly that the well-trainod j} sycanometriciun
and the language export must et together.

The term reliabilit¥ refers to a technical concopt which
involves the abllity of' the test to meusure consistently; it
is the stability of a weusuring cevice. Cbviously no
measuring device 1s very useful if it ;ives a variety of
answers to a single question. Teost mukers, in order to

assure reusonuable reliabllity, must sumyle tho abilities to

be assessecd rathor widely. They must tulte care witna the many
cetalls of the rhysical format of the toesting rrocedure. The
testing must bo of sufficient length to jermit & stuble
measurc. Reliabllity 1s exrressea by correlation coefficients
wnich should be reportec in the test manucl. It is osjeciully
important thet the tyje of yoprulation on whica “he reliability
was estublished be reported. If tho jopulation is unduly
hoteroseneous, ua suspicliously high reliability coefficient

can result,

It is generally sgreed that tno vulicity of a test is its
most imjortant churucteriscic. The vallolty of a test
oxrresses the extent to walch the tost moasures whet 1t 1is
surposed to measure. The valldity of a test is nlso exyressed
as a correlation coefficient: The correlation between the
scores on the tost and some external measure of the question
which the test purjorts to be answering. any validity coef'-
ficlent is 1limited by the reliability both of the test and
of the externul criterion. ais often us not, the limiting
rellabllity coefficlent is the one for the extornal criterion,
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Valiuit:s is turtuer subélviued by ysycher.ctiriciuns into
t:> rollowin;: concurrcnt vulicity, jrecictive vaulidity,
coastruct vulicity enc r'uco vullidity. o6 tiic ruro 1lruylles,
in concurront vuliicity tau test is corrclutec witii soro jro-
3ant assesaucal of ¢ student's ebility. for oxumgle, the
secrru3 cn thie C¢ollego Boure exuwnination irn Mranck might be
corroclated vitii the studont's high sclivol ireacl: sourse gruade.
treclotlve vulldity is u corrclution votuvcon o jrosont tast
enc some futwre neusure..ont of jorforrancc. . 8li:iple exeryle
worlc¢ be the corrclation of the Colle.c Bceru scoces in t'rench
with subsequont actuul : orformance in i rericli courscs in collegc.

Construct vallildity has a more sjeclalized wmouning to
rsychometrists. Construct valicity is the extent to which a
hormogeneous test messuras the tralt it rurports to measure
according to rsychiologlzal theory. . tesat 1s lLiomogoneous if
it mecsures one tradt uad is not conturinutec by the jresence
of measwres of other truits. Tne tralt vwhilelr ¢ lowogeneous
test noasures is actually aluvays in ysychicmetrice u theoreti-
cal construct. This Is true because yrsycholegicel concepts
ar: not c¢iroctly obsorvable but nust bo inferred fror boliuvior.
Lxumples of suven theoreticul construcis tf'oxr wnlel: jsychoiio-
trists mi it strive to Zevelop honognnoous tcsts are: voerbal
intelligonce, anxiety, «nd introvorsion. In seccnc luniusise
losrning suc:: constimects wipnt Le auditory uwiientlon s an,
cujaclty for verLul lexlbility, or insignt into cultural
cornotution. The ex%ent to whici. a nonogenecus Test ol such
a theoretlcul construct correlatos with scie oxternal ceriterion
is the test's construct vallaity.

If a tosl -makor scoks to muximlze the constriuct valldity
of an instruneat, tho followin; sters oulc lte texen “n the
develorment of the test. The shility or cititude to be
mesasured wol..d be se) aratod Into ite comypcnert purts; this is
most coremenly done by factor unslysis. PMactor unslss.s ‘s a
mathenmatlical -lo;ical jroszaoss by whicih a eonplex or hetero-
gerieous <ralt may be suvdivided into "fuctors" which are relu-
tively homogenaous or *zure" cormponents. 'he yrocess is never
absolute; the factora are alwuys orly relusively honogeneous.
llonever, in theory, the ability or ¢jititude tc bo ussesscd is
conzluered to have been c¢ivided into its jrircljul coryonent
jarts; tosts cure then constructed to meaunce cucl. of theue
rarts. agala i1deally, the ability or ortidtucce is neasurcd
coryletely by tnls serics of howogencous or freter-rure sube-
tasts. If ca udoquete cxterrnal critorion car be found by which
th2 success of this ;rocedure can ve rousured, ita construct
valicity can Lo esteblizhied.

One ver, iractlicul jrobliem nust bo consilerew. 1t soue-
tlies Jrarprons vhiut uw benogencous test with nlhh construct
valicity falls to have us high jreciletive vaulicdity as some
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otner instrument wnica suft'ers from too great hotoroaoneit¥
in the eyes of certuin ysychometrists. This problem areu 1s
one in which the test muker or rsychometricien -uy find himsolf
at odds with the exyert in the uareu. being ueasurcc or ussessed,
To use the uarea of u second languue us en oxanyle, the } sycho-
metriciun ruy be deorly concerned with tho isclation of tho
rrinciyal comjonent jurts of somo lanjuuze ability, and he

may succeed very wvell in dovising tests to assoss tliese com-
jonent parte. ‘'he lunguago oxjert, for ..is rurt, muy desire

u tost of artituce for socond lungua:o leurning, and he muy
Judge tilo vuluo of the tost solel; by its ubility to jrecict
suoccess in second lungugge leurning. such endeavor is clearly
important and dosiruble scientifically. DUDut the incividuuls
involvec nust be awure oi' tho diff'erences in thelr uims.

Face vulldity 1s uctuually not a technicul conecojt. 1t
simly mouns the extent to which the jerson who selects tho
test or tho person wno tukes the test is imprcssoi thut the
test arrears to be a valic instrument. . certain amount of
face vu&ldIEy is often required to have & test accoytea and
usod. There rnust be enough face validity to insure the coop-
exrvtlicn of the jersons tuking the tost. Obviously a test wialch
ayrours triviel or irrelevunt or which is insulting or threut-
ening fulls to galn such cooyeration. liowever, the rroblem
i1s sometines un ojposite one. 4 test may give every surface
incication of being a sound instrument without this being the
case., Iut simply, wnat makes an administrutor or teacher
select a given test, or what secures the contidence of the
test taker may or may not be the relevant critcrion in the
eyes of the ysychometrist. Face validity 1s needed, but 1t 1is
rmuch loss imrortant thuan the other forms of valicity.

Arart frou tie four characteristics of a sound test
discussec above, a word siould be suic about tho construction
of indivicual test ltens, either for u stundurdizec test or
for thic moro informul teachor-nace instrunent. lell-constructed
test 1tems are not rg} idly rroduced. hany items rmst be
gencratea, tried on reorresentutive students, unc analyzod
atutisticully in ordor to obtain a jool of good ones. Trained
rsychoretriciuns are usuully required in the unalysis of test
items, bul subjoctenattor exrerts who sre awure of jsycho-
metric requiroments ure of'ten needed to generute the itens.
The nducational Testlng service, in the yroduction of tests
such as the College intrance Board uxaninution, has found it
best to utilize the skills of botn ty;es of persons.

The individual cluassroom teucher will, of course, not
have theue resources at hand. Ilowover, many usoful books in
ecucalional measurements can yrovice guldunce. asnastusi(1961)
glves a list of such textbooks, anc her list ayjears in a

se) arate section of the bibliograrhy at the end of this japer.
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Turning now frou the characteristices of any good
meusurin: device, to the cursrent status of sucii dovicos in
tlio second lunguuge loarning wreu, we £ind thut the nost com-
1lete reviow of ysychomotric dovices le thut yrovided by the
series of Yearbooks edited by Buros (1941, 1949, 1953, 1959).
All but the most rocont of the stancardizec tests ure revieved
there by luncucge oxjerts ¢s well as by } sychometriciuns.
Theso roviows, curing tic sjan of yeurs covered by tho Yeur-
books, incdicate consicderable yrogress in the assessmont of
lungugge leurning: wnen tne achlevemont is in tho ficla of
vocabulary, grammar acquisition, anc trunslution. These
e:rhases in second lanjuage lcarninz, which t'or hmuny yeurs
were almost the only onos, have been well testod. Lrxamyles
of such tests which havo received genorally fuvoruble reviews
in the Buros Yearbooks ure: The Coojcrative lFrencli uxamina-
tion; The Colle;;o0 sntrance Lxamination ioard ..chievoiient Tests;
The Coojerutivo Sranish Test. Iurthermore, tho most recent
Colle e untrance uxanlinuation Bourc advuncod llucenent Lxumina-
tion, "Frencii and tho Cootorutive irench Listoning Coug rohen~
slon Tost," recelves relutively gooc revieus for its uttem ts
to assess orul cowprenension (Buros, 1959). 'Thore ure still
many problems to be solved, but orul conprelionsion tests
whlchh cun be acuinistered to lar;;e yojulutions wund cun be
rnachine scoroud ure beginning to ap}oar.

llowever, in gonoral, the Yeurbooks point up certain
shiortconings in tiie testing of sccond lungua_ e learning.
There 1s u rather generul lack of acequato stancurcization
of many of the tests. This is esrecially true of tue newer
tests vhich may be jromising, but whose value is limitod by
this lack. another difficulty i1s tho uncertuinty of how to
svaluate syoken or recorcec¢ language rrocuction. Such a
shorteoming is obviously the result of the newncss of taje~
recording, lanjuege laborutories, etc. Imaginative work in
this urea 1s mucn needed. Generally tunere is a lack of } 8y~
chometric devices which cun assess lunguage lesrning which
emrhasizes oral comprehension and syeaking. lilowever, some

such devices do exlst anc will be reviewed in subsequent
Yeurbooks.

Dr. lielson Brooks in a lecture given at Tufts University
during the summer of 1901 reviewed recent jrogress in the
linzuistlie yrocram. For uany years Dr. Brooks has written
revious in the Buros Yearbooks, and his evaluation is in order
here to surrlement tho time since the most recont Yeurbook,
in which he exyressec rcusonable satisfuction wit:h the tests
avallable tarough the i.odern Lanjuage associution for tecchers
and advanced studonts anc¢ the iiodern Languagoe associution
Cooperative tests for high school students. ne jointec out the
need for further development in the FLbLs I rogram anc for
instruction at the Jjunior high school level. iils own test of
listening comprehension for FLis students is tue outstending
example of rrogress in the fleld.

«bHE -
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But tlore still romuins a marked neod for furtiior tests
of listening coryjrehension, anc jorticulurly for Lesis of
8;eakins abllity.

The reccnt omphasis ujon sjoken luyue;e mukes tests of
both comrrohonsion unc yroduction essontisl. 1lutting tosts
of these uabilitles in j yper-and-pencil t'ormm and develoy ing
efficlent and reasonubly econorilcal rietnous ol jerioraance
tostiny ure the jroblems wanich currently occupy lunjuuse 18y -
chonetriciins such as Broois. Lork in this ureu is beiny
diroctec towerd achievoment una yprofiiciency testing. Brooks
salc that ut yrresent yrogrum testins vis best hancled by the
classroom teucher. Frognosis or gptituce testing did not ]
ay] ocar to Broos to be un outstandin;; need. Hls sugzgestion |
was for waut jsychometriciuns would cuall a "wori samylo," |
i.0., let tne yuyila try the FLLS progrum anc then use their i
succoss or failurc in the eurly pert of the progrum as one }
would use aj titudes test data. Dr. Brooks 1s very criticul of
the outstanding uptituce test in second lunzuase learning,
tne Carroll and sayon test (which will be c¢iscussed below),
DBosic to his criticism, us exyressed in his lecture, 1s the
fact thut it wus originally designed for udults encd is
obviously not sultable for the elementary school chilc. le
1s critical also of what he terms a monolinzulstic eriroacn
to lan-uage testing.

To surmarize the curront status of achieverent tests of
secon«. languagre learning, one nipht say that edoquute tosts
of the clussleel grammur-and-translution-oriented courses
exist and have oxistou for some time. liewer tests based upon
oral-gural ricthoc¢s are beginning to ajjear and actually are
reasonably good for tae mature student. [Mrst steps only ure l
now being telton with tiwe iFLuS program. So fur the most yrom-
18ing worik for the #Luo progranm is that of lelson Brooks. In
second language aptitude testing tne outstanding test, the
Carroll and Supon, "Fodern lLanguage srtitude Test" (Fsycho-
logical Corrporation) 1s stlll the subject of controversy.

Cronbach (1960, r. 320), an outstanding } sychometrician,
in hils review of the Carroll and Sayron test introduces the

retionale of such a test in so well-stated a manner thut a
dlrect quotation is in order.

"about thirty ycars ago, nurerous attem ts were mude to
develor speclalized ajtitude tests for jarticular school
subjJects or currlcula such as algebra, foreign languuge,
engineering, or law. The test was usually jrejared on

the basis of a suyerticiul analysis of the course of
study. Test rroblems were based on the tyje of contont
to be encountered in the coursec (e.g., a foreign language
test might Involve substituting nonsense symbols for
words in a sentence, a legal ajtitude tost would ordi-
narily prosent hyrothetical yroblems in legal reasoning).

©
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S. Work-samyle tests in learning oral production and
aural comprehension ol sir;jle materials in u« tforeipgn

lanpuuge,

6. reasurements of the ability to rersist in jhonemically
acocurate utterances even when attention is directed to

another asroect o. the utterance.
7. Tests of the abllity to imitate foreign accents,

€. Tests of flexibility in adapting to a foreign-
language orthograrhy.

9. Tests of the abllity to develo; mecanings inductively.

The ideas for such a list viere derived from the fsactor
analysis of oral-production tests (Carroll, 1G41) and from
an insightful consideration o. the ysychometric literature.

The current iodern Langusse aptitude Test of Carroll and
Saron attenpts an assessment of & number of the sbilities
indicatev in the above list. In terms of the task wnich the
authors of' the test set f'or themselves and from the velidity
:garficient: obgained withdthe test in thetggntox; tor wh%c%

was constructed, the iiodern Lamjuuge sy ude Test mus e
termed a success. It is this tyyre o% aj proach to tne (roblem
of pasychometrics in second langusge learning which promises
the greatest yotentlial for success to the ysychologist.
However, Brooks's roint about the limitution of the test for
evaluating the FLiS program is well taken. Clearly there is

a need for an arproach similur to that of Curroll and Sajon
for measuring artituce for the FL&S yrogram. Furthermore,

the same tyre of objective analysis of the components to be
measured 1s necded also in the evaluation of the outcomes of
programs such as FL&S.

The final ssection of this raper will be devoted to sug-
gestions and sreculations about the direction research in
rsychometrics and second language learning wmight take in the
future.

One question whilch requires a more definitive answer 1is
the relationshiy between languaze ability and intelligence as
measured by current tests. From the earliest days of mentul
teating 1t has been clear that almost all such tests rely to
& considerable extent on the ability to comprehend anc use
langusge. The princiipal component in almost every test of
intelligence is the abllity to use abstract aymbols. In fact,
the best single estimate of u yrerson's intellectusl level is
the size oI hiIs vocabulary. This is by no means the only




good estimute, but if only one estimute is to be used, this

ono abllity, the abllity to muster the vocubulary of a lungusgo,
g8lves the highest correlution with the oxternal criteria used
for evuluuting intelligonce. Of course, one night wish to
lnquire about the criteria; theo ones usually em} loyed are

three: 1Increase in mental use with the chronological age of

a ohlld jopulation; success in school; und scores on st&an-
dardizod tests.

Factor anulysls of ability elwuys 1solutes u vuriety of
verbal tauctors, and it one considers the manirulation of non-
verbul symbols to count in a sense us language, practicully
all ot what we call intelligenco consists of this brosad sbility
wlth language.

Lhen tests in the second langusie loarning fielu were
rrimarily tests of grarmmar, transletion, und vocsbulary acqui-
sition, a good test of general intellijence woriked well as an
ay titude meuasure. Iliowever, with the advent of the oral-aursal
arrroach to second langusge learning the conviction nas grown
that a rerson of not murked abnormality can lesarn a language
in time. There 1s, therefore, us pointed out by Cronbach
(1960) a need for a new tyre of aptitude test. The unique
abllities required in the early years by the FLES rrogram
rust be isolated and ussessed. Carroll and sSayon have not
done rrecisely thls. DBul their sprroach offers the bost hore
of success.

In addition to the need for an aptitude test for the FLLS
Frogran, addltlonal meusures will be required to assurse the
value of this type of initial exrerience with a seconc language.
Evaluation obviously must occur during and at the end of
elomontary school. But in addition, instruments to measure
the longer range effects must be develored. As & suggestion
of a rossible direction such instruments might take considera-
tion should be given to Usgood's work (1957) on the measure-
nent of meanlng. His technique, tne Semantic Differential,
i1s the first adequate multidimensional arrroach to an objective
measure of meaning. An interesting possibility would be the
adaptation of tne Semantic Differential to answer the follou~
ing question: Does u student who has been exroscea to the
oral-aural (linguistie) aprrosch to a second language have &
rattern of meanings closer to a native of the forelign country
than does a student schooled in the more traditional language
learning approach? If it is the true "feel" of & culture
which i1s to be the goal of a new arproach to langusage,measure-
nment of this "feel" will be essential.

If one considers any learning situation to involve a
change in the rrobabllity of the occurrence of certain events,
and 1f one considers the goal of second language learning to
be an authentic culturel insight, the measuring devices used




to assess the extent to which this gosl is reached should
reflect changes in the j;robuability of certuin linguistic
1atterns, e.g., ratterns of stress, adequate re joinders,
ratterns of intonatfon, anc syntasetic construction.

A brief quotation from Fittenger (1957) may serve as &
fitting conelusion to roint up the need for crcativity and
insi%ﬁt in the develorment of the ysychometric instruments of
the ture.

"The patterns of usage of these phenomena are lesrned and
shared by the members nf a culture. These are dialect
vartations of patterns of usspe. Just as we learn how
and when to cry, we also learn to assoclate particular
qualities of voice with particular kinds or patterns of
events. Le know too little about how anc in what
sequences the chlld learns these systems of comrunica-
tion. This 1s one imjortunt uarea of reseurch.

"Before the e¢hild 1s able to use the lenguugo, he can be
heard imituting or rerroducing souncs in sequence, using
verious elements of tone of voice. It seoms evident that
more primitive or earlier learning may be accory lished

in the tone of voice area of communication. This suggests
that tone of voice may be more closely linked to the
rhysiological-emotionsal resronses than the later acquired,
more abstract communication of language. Languaﬁe, on
the other hand, is more closely linkec to those logical™®
Frocesses we call thought.

"The learning done in the area of language is subjected
to much redagogical scrutiny and correction, while it
appears that the learning of tone of voice is sub jected
to less, and perhars much less, conscious deliberates

correction toward conformity to the secondary processes
of think ing °

"It may rrove to be demonstrable or observable that the
areas of communication subjected to the most formal
learning anc teaching more eonsistently conform to the
rules of secondary rrocess thinking. If so, it may also
be observable that the voice of the unconscious or the
communication of rrimary process thinking may be most
evident and stucyable in the other uress of communication;
namely, in kinesics and tone of voice."
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Ru>uallCii ON FORLIGE LANGUAGE INSTRUCTION

In the eyes of many a modern linguist, any research on
foreign languayze teaching jrior to 1940 might us well be
totally disregarded. The linguist who tsakes such a view does
not harpen to be us wrong as he sounds, siryly because u
veritable revolution has taken ylace in languagoc instruction
during the yast two decades. lLhat the linguist may fail to
recognize 1s that eurly research may be quite empty of good
suggestions for modern teaching and yet offer all sorts of
helrs for the advancemcnt of researcli i1tself., Classroom
experimentation could not jossibly be even the rudimentary
science thut it is today if 1t had not develojed little by
little, in & somewhat molar tashion, and over a jrotracted
period of time. uhether branc new or alrcady dctoc, it is a
rarc language oxperiment indeed which mukes no mention at all
of just those troublos und frustrutions wnich seem bound to
cror ur whenever educational reseurch is undertalicn. The
exporioences of Coleman (193k, p. 150) and Birlkmalor (1949,
pe. 101) are cuses in point. Both of those languagze profoes-
sors wercs unquostionably reseurch-minded. Since they were
worging some fifteen yeurs apart, at least u few of thoir
baslc assumptions were well nigh eontradictory, tut so far
as cluassroon experimentution went what plagued them both wus

one and the same trouble: the blunt refusal of control
teachers to cooroerate!

O0f lato, Coleman (193l4) has beon accused of extreme
shortsightedness for his advocacy of reading as the only
reulistic and achlevable goal, given but two years for lan-
guage study. No mattor whether the primacy of reading was
a8 good or a poor thing to emphasize, over the decades
Coleman's remarks concerning the difficulties of language

research have rroved to be as proyhetic as they were pessimistio:

Indeed, one 18 confronted by the somewhat melan-

choly reflflection that experimentation in modern-
language teaching, in casos vhere a numbor of tsachers
and of scheools are involved, has not yet been rroved
rossible, whether because of the fallure of puplls

to continue in the subject for a suitable period, or
because the lack of complete cooperation by partici-
patling teachers or the non-attendunce of rupils wrecks
tho testing yrogram, or because adequato control
groups throughout the experimental period cannot

be found. (Coleman, 1934, p. 1LE)

Despite such melancholy reflection, it was in the decades
Just vrior to %ouslé War II that a small number of language
professors, psychologists, and educationists first attemrted
research in language instruction and worked together at least
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as hurmoniously and as productivoly as tholr modern-day
counteryurts yet have. \Lho were theso languuge professors

and vhut did they do that wus so different? lot Jjust Colemuan
but Bond (1953), Cheyclleur (1931), Young and Vander Beke (16206)
were ull rioneers. Flioneers in a double sensc, too. First,
s proponents of tiie silent-reading method of lecrning forei . n
languages, and jernaps even nwre riemorably, as the earllest
chanyions of tho objcctive rnicasurement of luangusse achiovo-
ment. Instead of Loing smugly content witih their new credo,
theso particular linguists bocan to stute specitic hyjothescs,
they cume to understanc why equatod groups were necessury,
whenever possible the, provided pro- und yost-tests, they kept
detallec records of thelr exreriments, unc when dirferences

in results worce not found to be significant the yrinted record
shows that they ylelded quite us graciously as modern
resourcheras do to the statistical denial of perhaps their
foncest hopoes. all of thcse good habits were the very makings
of rcscurch, as is still the case.

Research Irior To 1940

At the University of Iowa, Young and Vander Beke (1926)
divided a population of 294 first-year French students into
8lx experimental and six control grours. For them, an expori-
mental group signifled one learning French throuch the silent-
reading method ruther than tarougn classroom translution.
Slnce their results pave critical ratios varying from four to
thirteen favoring the experimental grours on locally-nadc
tests of vocabulary, grarmar anc comprehension, the reading
methoc was believec to iiuve been estublishec us narkedly
superior. DBut two yeurs latcr, Cheydlour (1531) conducted a
slmilar expcrinment at Lisconsin with 102 students divided into
8lx soctions (roughly equivalent) according to ucacenic
achieverient. The fact that he was able to use nationally
stancardizeC language tests rather than home-made ones may
help to explain his reverse findings of only a single roint's
differencs in the means of "equated" grours.

The Milwaukee kxperiment (1930) which so discoursged
Coleman wus conducted over & two-yoar reriod and involved 225
students drawn from several different high schools of the city.
Groups in beginning French were equated for intelligence and
after a single semester those students who had been taught by
the silent reading method, as orposed to more conventional
gramar-translation methods, were found to be about normal in
vocubulary as measured by stundardized tcsts. llowever, they
were shockingly low in grammer and considerably below national
norris in reading comprehension! DBut what hurt this exXyecriment
the most was that tlie control teachers refused to give any
tests in June oven though their own students had scored S0
riuch above the reuding-method classes in January. Rescurch be
domned, wus there ever a more dranmutic casc of quitting wvhen
ohead! Although substitute control classes werec Linully
rusterod ur for the second year, to all intents and purposes
the nliiwuaukece uxperiment had been wroecked.
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Lhenever these earlicst jroronents of massive reading
deliberately set out to show the sureriority of their method,
more often than not, their findings tended tc be inconclusive.
Ironically enough, l1owvever, about a decude later, whenever
onthusiasts for audio-lingual methods cuame to put tieir own
oral practices to as rigorous tests, in such conjetition,
the ablcéing strength, 1f not the sureriority, of the rouding
method usually becume ajparent not just for vocabulary and
reading comrrehension as ono might rerhaps exyect, but even
for aurul comrrehension as well.

By analyzing the rocords of several thousand students at
the Univeraity of Chicago, Bond (1953) found, long before he
caric to jubllsn, that (1) the college froshiman who hud studied
o foreign languugoe for only a single yocar at tho high sciool
lovel lost whutever advuntuge ne ma; huave hiad belore the end
of his flrst collese year, and (2) that thoe tyjical colle_o
student vho hud studlec a lunguuge for two yours bLofore under-
taking language work in college met with more succoss than
the rerson who begun the study of a foreipn lunguuze in college.

Buswell's laboratory experimont (1927), wnerein he rphoto=-
grapiod and analyzod the oye-movements of subjects engaged in
reading a foreign language silently, hardly needs to be repli-
catec, but the rrojponents of FLuS might well quote his
findings more often thun they now do, when called upon to
Juatifly thelr celiberate deluy in teaching children to reud
the foreign language. acdmittedly, the possible advorse effect
of preuature roading upon oral speech habits is the more com-
relling argument for a delay, but Buswell also demonstrated
thut learning to read a foreign language was a wmuch harder
Job for a chilé than for an adolescent or an adult. lhereas
sye-niovements were about the same for subjects of all ages
as they read unglish, fourth and fiftn grade school children
made many rore flxations and regressicnsynenthey undertook
to read any foreipn language wiaich they were learning.

althcugh The zZneyclopedia of Lcucational Research, 1960
idition, is impressively accurate In most matters, 1tc treat-
ment of the rescarch of Forlaeno ané Hoffman (1937) is totally
unreliable. The kneyeloredla quite orronecusly states:
"Porlano and lloffnan compared a methoé in which stucents were
required to guess the meaning of unknown llebrow words from
the context witihh one whero students were Immecdiately told the
meaning. The former wus significantly better for both lmmee
diate and delayed recall; lhowcver, tho amount of time was not
controlled® (p. {7C). For the sake of corroction, the follovwing
Statements ure taken directly from the citod yublication of
Forlano and Hoffwman (1937, p. 635): "It must be bornec in
mind that the prcsent experimont wus concerncd with learning
the meaning of a list of isoluted words, not new words
encountered in context." "Le may conelude from our results
that in teachlng the meanings of a list of words of & forelgn




languase 1t 1s bLetter to tcll tho coricct meaning lnmediately
without allowin: the lournor to gueoss u [ossible wrong
meandng” (p. 635). and "tho time tuken in ouch experimontul
sossion vus about an hour" (p. 633).

1940-1950

Since tho ASIF falled to concuct exjerimontul research,
whatovor scicntific cowjurisons could bLe mude betwecn the
audio-lingual and truditionul metiious of toreisn languele
instruction had to awult the terminction of l.orld lLar II.
after flrst devoloplng u stundardized test of wurul comj re-
hension, Agard and Dunkel (194f) made as systenutic a stuady
of these contrusting methods as wus yossible in a4 very large-
scule but loosely controllec inquiry. Upon tho busis of data
collected from seven colleses and one hizgh school not stressing
the orul method as compared to catu collectel fron elzht col-
leigcs and thrce high schools stressing surel-oral skills,
these reviowers (1) contradicted the assurption "thut auruale
orul competencs autoratically creates reading abllity anc that
consequently the latter need not be syecifically tausht" (p. 291),
(2) found that "superior reading skills wvere devolored in
those rrograns uhere reacing reccived the groutest tire und
eriphasis" (r. 291), und (3) coneludod thut "sural-oral and
reading yroficiency constitute separatec, incependent skills
wiiich do not develor one from the other bub rather only from
cdirect training in eaelh sepurately! (p. 291).

Birlamalor (1949) concucting an experiment with clusscs
in beginning German at tie Unlversity of i.innesots tested
several hypotheses rogurding two difforent towching methoas,
Two conversation classes embracing o final total of 39 students
vere corpared with five clusses of 92 students teughit by an
eclectic method. Intelligence uné foreign luanguage aptitude
as measured by Iowa Placement Tests were used in nutchling
grours. Standard post-tests of reading comyrehension,
vocabuluary and functional gramar were given. oscores for
aural comprehension were also determined, but since the
teachers of control classes refused to cooyerute, tests of
oral production could not be given. it the .01 level of
significance, Birikmaler found no difference in vocabulury
scores betveen eclectic and conversutional methocds, no differ-
ences in reading test scores, and u difference in grarmar
scores {for boys only) favoring the eclectic method. «s
oxyrected, there wus a significant ¢ifference on aural coryre-
hension tests in favor of the conversational method. In a
later study, not to be rerorted here in detall, Birlaailer
(1949) also found a statlistically significunt ¢iffercnce in
oral production scorcs, wiiich weormc surecrior for a small numbor
of :tucents taucht by the conversational metiiod as cory ered
to »qually small nurmbers tuausht by either the silont-reading
nethod or by the eclectic method.
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In yet another comparison, lionhlfeld (1950) made a study
of 2L pairs of beginning Syanish students vhom he taugsht by

contrasti methods, one makl use of recordings and empha-
sizing org% sitills more than the other. Students vho ha

been matched in resrect to 17 variables were measured by
standard achievemont tests and a locally-constructed oral
reading test, aftor eight weeks and again after 32 weeks of
lanstruction. Differences in scores for the two grours were
statistically insignificant on all rarts of the Coorerative
Sranlish Test. Statistically significant differences favoring
the auvclo-lingual method dild appsar in the scores emanating
from Hohlfeld's own test of oral production.

Frior to 1950, research was undertaken at the University
of Texas to detoermine both the possible advantugo of one
method of teacihlng grammar over anothor and whother sypecific
instruction in articulatory rhonetics actuslly paid dividends
during eurly instruction in French and Sranish. 48 nuny as
2700 students were involved but in their publication,
Hamilton and lladon (1950) did not make cleur whut procedures
had been used to equate groups., Neither did they present
statistical cdata to suprort these announced findings:

(1) that neither an audio-linguel tcaching method nor a more
conventlional and eclectic methiod made any appreciable difference
in the atteinment of grammar, (2) that instruction in articu-
latory rhonetlics does make a difference in oral skills and,

(3) that phonetic symbols are an assistance to a person

learning Irench but are unnecessary in Spanish.

1950-1960

From 1950 to 1960, research in language teaching tended
to shift from broad scale comparisons of different methods to
classroom situations involving either single variations or a
linited number of variations in instruction. In a laboratory
experiment, Richards and aprol (1956) attemptod to moasure the
effect of vlsuolly presented words upon oral skills in Spanish.
Fourteen pairs of college students uere equatod as to I.Q.,
sex, age, and nunber of years of previous instruction in a
foreisn languagoe other than Spanish. These students weore
glven rro-tests of linguistilc aptitude, followed by five
hours of instruction and one hour of testing over a three
week perlod. The experimental proup was teusht by a rurely
aural, the control group by an aural~jlus-vision method.
Fost-tosts for achicvermont in vocabulary revealsd only negli-
gible differences. DBut, as had been rredlcted, the experimental
grour obtained significantly better scores (.0l and .03 levels)
on the oral reproductiovn and the pronunciation tests.

Fickrel, Neldt and Gibson (195€) attermrted to determine
how junior high school Spanish classes teught by tape~record-
ings under the control of teachers who krew no Spanish would

compare with a class taught by a trained teacher of Spanish,
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Forformance by each of four clusses taeusht by tare-rocorder
was comparod to onc taught by the teacher of Sranish. Throurh
analysos of varisnce anc covuriance a statistically signifi-
cant differonce in favor of the class taught by the Spunish
teacher was found in three of the four compurisons.

Carroll (1959) atternpted to measure the differonce which
the rrovision of a language laboratory nay liave nade botwecn
29 high school students of second-year irench and an equal
numbor of their immediate predecessors who ha¢ been clven
only limited access to a language laboratory. The control
voriables were I.Q. and orel language aptitude. Significant
differences did not ajpear in the scores for listening com-
rrehension or for reuading., llowever, tests of vocabulary und
gramnar revealed significant differences favoring the non-
laboratory grour. 7The fact that the non-laboratory cluss had

recelved mucn oral instruction may explain why laborutory practice

seeried not to have made any difference in auditory compre-
hension.

As yet, experimental studies regarding FLES are very
limited in number. In a follow-ur study of 100 pupils who
had received FLu.s instruction in two schonls of New York City,
Justman and llass (1956) were unable to show that the provision
of FL=S had made any statistically significant difference in
their high school French grades. The provision of LI was
found to have made & statistically significant difference in
subsequent Spanish grades but for tho first term of high
school Instruction only.

Dunkel and Fillet (1957) published an evaluution of the
FL.S program ut the University of Chicago campus school. 1In
this school, foreirn language instruction 18 madc available
to unselected pupils from grude three urward. esides
reporting that, no matter what their intelligence, about ten
percent of all children have pronounced difficulty in acquiring
& second language, Dunkel and rillet made stutements as foilows:

sesThe oft-implied opinion that youthfulness auto=-
matically and universally produces foreign diction
80 perfect as to be mistakable for that of a native
8reaker must be considered pure fiction. Tho

the general level of accuracy is high and few of
the c¢children sound excertionally bad, an equally
small number sound exceptionally good (p. 23),

Gerry and Mauriello (1960) seem to be the only ones who
have attempted & quantified evaluation of televised instruc-
tion in French at the elementary school level. After screoning
out bilinpuals anc distributing children with poor auditory
diserimination randomly, 1600 elerentary school jupils in
lietropolitan Boston were asked to make oral resronses to

questions anc engage in dislogues, all of which were recorded
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on tares for scoring purroses. The factor of intelligence
was controlled. #findinga which seemed most pertinent to this
reviewer were that (1) fluency of teachers made ua statistically
signiflicant difference in the fluency of purils, and (2) oral
rractice with a teacher, whether she wus fluent or not,
Froduced better oral results than rereated auditlons of the
televised lessons, though the difference was not statistically
significant.

Some_(ueries and Sugsestions

Until some standardizod and readily scoreable test of
oral procuction can be develoyred, any broad-scale experimentue-
tion Involving all the oral skills, if possible at all, 1s
bound to be prolilbitively expensive ot time and human effort.
Yet, the need for just such & measuring instrument intensifies
a3 audlo-lingual techiniques uare themselves modified anc
refined. .re oral innovations to be quickly adopted and
perhars as quicikly sloughed off without any objective evidence
as to whether thoy are better or worse than those practices
whleh they supplant?

dApart from Birkmaler, nobedy seems to have tried to
determine whether the method by which one learns a second
language has any direct relationship to length of retention.
At 8ll levels of education, and for ail subjects, we need to
ask not only wnat a student has learned but also for how long!

At the FLZS level, would it be approrriate to try to
Investigate the possible differences which may developr when
words or concepts are learned somewhat independently and
from context as orrosed to being told meanings?

At the FLES level nmight 1t not also be appropriate to try
to compare a teaching method which prompts, or rerhaps even
over-rroripts, in order that mistakes in first pronunciation
may be reduced as oprosed to one which eurhasizod reinforce-
ment, rosltive or negative, after yronunciation?

llow accurately can students of foreipn languages at the
different age levols both identify and disgnose their own
oral errors when they heur then throuch feed-back? Unless
this skill proves to be both measursable and teachable, there
i1s considerable risk that language laboratories may become ;

large-scule and highly efficlent operations for the practice
of error!
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